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Abstract 


The purpose of this study was to examine the effect of the O'Hare 
Sentencecraft (1975) program on the written syntactic skill of av- 
erage-ability, ninth-grade students, using written argumentative 
compositions as the data source. To clarify the impact of mode on 
written syntax, the syntactic frequencies achieved by students in 
this study were compared with those found by Hunt (1965) and Loban 
(1976). A second purpose was to determine the effect of the 
Sentencecraft program on the reading comprehension “Level” and "Speed" 
skills of the same students as measured by the Davis Reading Test, 
Series 2 (Davis and Davis, 1962). An experimental group/control 
group--pre-test/post-test/delayed post-test design was used. Students 
were divided into three ability groups of two classes each on the 
basis of a school-wide English Department exam for ninth graders. 
Classes at each ability level were randomly assigned to treatment and 
‘were taught by the same teacher. The experimental group (m=75) com- 
pleted the Sentencecraft program over a nine-week period. The control 
group (n=68) did their regular classroom work excluding grammar study 
and reading skill development work. Ail students wrote one essay 

per week in English class. Mode for essays varied except for the six 
testing occasions when one-sixth of the students wrote on each argu- 
mentative topic. The six occasions were the pre-test, three bi- 
weekly tests, the post-test, and the delayed post-test which followed 
eight weeks later. Reading tests were administered on the three 
principal occasions with one-third of the students writing each test 


form on each occasion. Selected syntactic counts were made from the 
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compositions of the complete samples: the number of words, T-units, 
clauses, words per T-unit, words per clause, and clauses per T-unit. 
Within-clause syntactic structures were also counted using compositions 
by representative subsamples of thirty students from each group on the 
three principal occasions, Structures counted were those found by 
Hunt (1965) to be most indicative of syntactic maturity. The results 
were as follows: 1) two-way analyses of variance with repeated 
measures using the six major writing indices revealed no significant 
differences between the groups’ means which were attributable to the 
experimental treatment; 2) two-way analyses of variance with repeated 
measures revealed no significant differences between the subsamples'* 
means on the sixteen syntactic counts; 3) a two-way analysis of vari- 
ance with repeated measures using comprehension "Level" scores revealed 
no significant difference between the groups which were attributable 
to the sentence-combining treatment ; 4) a two-way analysis of variance 
with repeated measures did age 4 Significant increase in comprehen- 
‘sion "Speed" scores beyond the 0.01 level; and 5) the comparison with 
previous studies revealed that these grade nine students, on the pre- 
test occasion, used certain within-clause syntactic structures at a 
level near or above the mean use exhibited by the Hunt and Loban grade 
twelve samples, except for genitives. The findings raise questions 
about the efficacyof the Sentencecraft program for inducing syntactic 
maturity in average grade nine students while re-affirming the impor- 


tance of mode of writing in setting syntactic norms. The results also 


clarify the influence of sentence-combining activity on reading com- 


prehension skills. 
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CHAPTER I 


THE PROBLEM 


Two of the most significant developments in man's communicative 
history are his acquisitions of the ability to read and to write his 
language. In an effort to improve facility in communication, numerous 
experiments and studies have been conducted to determine how the 
acquisition of language can be most efficiently fostered. Most have 
met with limited success and English teachers have experienced con- 
tinuing frustration in their attempts to improve significantly their 
students’ performance in language skills. In 1972, Roy O. Freedle 
and J.B. Carroll wrote: 

There is evidence that competence develops only as the 
individual is exposed over long periods of time to increasing- 
ly difficult materials; somehow the individual is able to 
use this material as a basis for increasing not only his 
general knowledge and understanding, but also his basic 
linguistic competence. To a degree, the material itself can 
teach him new and complex syntactical constructions. [In 
stating these generalizations, however, we realize that 
actually we do not know enough about how the individual's 
linguistic competence is developed and how it can be fostered. 
>. 360) 
Until quite recently this basic lack of knowledge left teachers with 
only the traditional grammar approaches to use in their attempt to 
improve student writing. Despite Braddock, Lloyd—Jones, and Schoer's 
(1963) conclusion that such a program had no positive effect on stu- 
dent writing ability, no alternative program was available. Bateman 


and Zidonis (1966) pointed out the problems facing the composition 


teacher: 
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The composition teacher, not having been provided with an 
adequate theory of language or grammar, is forced to develop 
or secure curricular materials that will stimulate and 
challenge his students to write--hopefully, to write better. 


(p. 6) 
In fact, the scarcity of research data supporting the effectiveness 
of traditional grammar instruction in improving writing led the same 
authors to state that "the composition teacher seems to be incidental 
' to whatever process it is that transforms a writer of fragments or 
peor sentences into a writer of acceptable prose." (p. 6) Only 
since the advent of transformational grammar have researchers had an 
intuitively plausible theory of sentence production to test. And it 
is only since the advent of sentence-combining programs that 
researchers (O'Hare, 1971; Combs, 1973; Pedersen, 1977) have been able, 
consistently, to induce growth in the syntactic aspects of student 
composition. In such programs, the student is given practice in join- 
ing short, simple sentences to produce longer, more syntactically com- 
plex sentences. No grammar study is involved in the most successful 
programs. In terms of transformational grammar theory, sentence 
combining requires a student to take short "kernel" sentences and 
"transform" them into more syntactically mature "surface" sentence 
structures while maintaining the "deep structure" meaning. 

There are two types of sentence combining problems. The “sig- 
nalled" combining problems require the student to follow the signals 
indicating the transformations to be applied. Thus the student is 
forced to practice in his writing what he intuitively understands 
about the operation of the language. He is aided in this by the sig- 
nals. The "open" combining problems require the student to apply the 


rules of the language, which he intuitively understands, to produce a 
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grammatically correct, more syntactically mature surface structure. 

Because sentence-combining practice is becoming an integral part 
of, or at least a supplement to school writing programs, researchers 
must determine the effects of such programs on student language 


skilis. 


Purpose of the Study 


The purpose of the present study was to measure the effects of 
a sentence-combining program on the language-processing and production 
skills of grade nine students. The main points of interest were 
(1) whether this program results in syntactic growth which can be 
called true syntactic development, that is, development which is not 
forced or artificial; and (2) whether this program results in an 
increase in the levels of reading comprehension or speed of compre- 


hension of the students involved. 


Statement of the Problem 

The problems with which the present study was concerned can thus 
be stated as: 

1) To determine whether practice in sentence combining results 
in writing which is significantly more syntactically mature at the 
grade nine level. 

Jp N\A s' determine whether practice in sentence combining results 


in a significant improvement in reading comprehension skills at the 


srade nine level. 
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Need for the Study 


Authorities on language acquisition (McNeill, 1970) and linguis-— 
tics (Lefevre, 1970) agree that improvement in a student's ability to 


process and produce the various syntactic patterns is highly desirable. 


McNeill, in The Acquisition of Language (1970), writes: 


Virtually everything that occurs in language acquisition 
depends on prior knowledge of the basic aspects of sentence 
structure .. . . The concept of a sentence is the main 
guiding principle in a child's attempt to organize and 
interpret the linguistic evidence that fluent speakers make 
available to him. (p. 2) 


Between sound and meaning stands syntax. The relation 
between sound and meaning is therefore understood to the 
degree that the syntax of a language is understood. (p. 155) 


And Carl Lefevre in Linguistics, English, and the Language Arts (1970) 


states: 


Greater attention should be given to developing sentence 
sense in reading and writing . .. . It is probable that 
given a mastery of basic sentence structure, vocabulary would 
largely take care of itself, because basic sentence patterns 
of English can be filled with an almost unlimited number of 
words. But no number of individual words can themselves 
combine into a single structural and meaning-bearing language 
pattern. ¢p."+23) 


An understanding of basic sentence patterns and their var-— 
iations is crucial to the development of sentence sense, 
which in turn is fundamental to successful writing and to 
reading comprehension. (p. 63) 


Despite the assertiveness of these quotations, there is some 
question about the degree of relationship between the abilities 
required in the receptive and expressive modes with which we are con- 


cerned here. McNeill (1970) points this out: 


There are persons who believe that children acquire two 
grammars, one for production and one for comprehension, and 
that acquisition is faster for the comprehension grammar. . . 
While it is possible that comprehension and production are 
separate to some degree, we do not know why one should be 


possible before the other. Ge r0h) 
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bi sdtsds Pee mbce students do acquire two grammars, there is a need 
for studies which shed some light on the relationship between them to 
determine if an improvement in the productive capability will indeed 
increase the comprehension capability. Results of earlier studies 
(Fisher, 1973; Hughes, 1975; Combs, 1975; Smart and Ollila, 1978; 
Evans, 1979; Sullivan, 1979) have been inconclusive and will be 
discussed later. The point being made here is that a program which 
resulted in significant development in the student's ability to man- 
ipulate syntax and also improved the student's comprehension ability 
would be a welcome addition to a language arts program. 

It is important at this point to insist on the necessity for 
“true' language development. There have been two major approaches 
evolving in the study of language development. One group has carried 
out descriptively—oriented research and attempted to define what 
happens in writers' syntax as they mature. The prime movers in this 
area were A.F. Watts (1944), Walter Loban (1966, 1967, 1976), Kellogg 
Hunt (1965, 1966, 1967), and Roy O'Donnell et al, (1967). A second 
group carried out experimentally-oriented research and attempted to 
improve ability to manipulate syntactical patterns. The pioneers in 
this area were Bateman and Zidonis (1966), John Mellon (1969), Joel 
Gajadharsingh (1970), Frank O'Hare (1973), Warren Combs (1975), Elray 
Pedersen (1977), and Maureen Sullivan (1979). 

Apart from the preliminary study by Donald Bateman and Frank 
Zidonis (1966) researchers have not, in any detailed manner, investi- 
gated this question: Is the writing growth attributed to the practice 
in syntactic manipulation as suggested by O'Hare (1973) the 


same as the normal development in syntactic growth which has been 
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identified by Hunt (1965) and Loban (1976), or is it a kind of artifi- 
cial growth much of which dissipates in a relatively short period of 
time as Combs (1975) found? On a very superficial level, this possi- 
bility was suggested by the fact that sixty-five percent of the in- 
crease in the O'Hare experimental group's words per T-unit was due to 
the relatively unsophisticated addition of subordinate clauses. And 
sixty-four percent of the increase in the Combs experimental group's 
words per T-unit was due to the same syntactical manipulation. 

There was, then, a great need, because of the increasing popular- 
ity of sentence-combining programs and the increasing number of studies 
involving sentence-combining practice, to determine whether the re- 
sulting syntactic growth was true developmental growth. There was also 
a need for carefully designed research that attempted to determine the 
degree of transference between the development of reading comprehen- 
sion skills and growth in written syntax induced by sentence combining. 
The answers to both of these questions would have important curricular 
implications, as was suggested earlier. 

Apart from the question of whether or not sentence combining 
induces true growth in language skills, two additional considerations 
suggested the necessity for studies similar in design to the present 
one. The first was that the majority of sentence-combining studies 
(Mellion,. 1969; O'Hare, 1973; Hughes, 1975; Combs, 1975; Pedersen, 
1977) had been done with grade seven students in the hope of producing 
a significant increase in such writing indices as words per T-unit. 
Bateman and Zidonis (1966) and Fisher (1973) each worked with a group 
of grade nine students... However, the Bateman and Zidonis study was a 


two year transformational grammar study and not the more simple and 
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seemingly more fruitful O'Hare sentence-combining practice. Fisher 
was working with a self-made program and a very small experimental 
group of fourteen students. There was need then for a study which 
used the O'Hare program and a large number of upper junior high stu- 
dents. Such a study would help to determine whether the significant 
growth obtained with grade sevens was also attainable with grade nine 
students. 

The third consideration had to do with the modes of discourse 
which had been used in the various studies mentioned so far. Re- 
searchers, most notably Hunt (1965) and Loban (1976), analyzed samples 
of student writing as one method of determining syntactic maturity. 
These writing samples were mainly descriptive and narrative (O'Hare, 
1973), expository (Hunt, 1970), or a mixture (Loban, 1976). The 
writing samples would be acceptable if the researcher wanted to iden- 
tify syntactic ability as exemplified by the "usual writing" of stu- 
dents in a particular grade. However, if the researcher wants to 
measure the upper limit of students" syntactic ability in writing, he 
cannot ignore the influence of mode. Perron (1976) showed that, even 
as early as grade five, student writing in the argumentative mode was 
significantly more mature (see "Definition of Terms", pyar jy as 
measured by words per T-unit, words per clause, and clauses per T-unit, 
than writing in any of the other three traditional modes. He had 
fifty-one grade five students write in each of the four modes. The 
order for modes from simple to complex was descriptive, narrative, 
expository and argumentative. All differences were significant beyond 
the .001 level. In general, Crowhurst (1977, p. 74) confirmed Perron's 


findings in her study involving students at the grade six and grade 
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ten level. It is necessary to begin establishing norms using the 
words per T-unit, words per clause, and clauses per T-unit indices 
while at the same time controlling for mode. 

The need for this study was predicated upon the following: 

1. the need to determine if the growth in writing achieved 
through sentence-combining was true language development; 

2. the need to determine whether the sentence-combining prac- 
tice which induces this growth in writing also resulted in improvement 
in reading comprehension skills; 

3. the need to determine whether the growth achieved with grade 
seven students was achievable with grade nine students; and 

4. the need to attempt to measure the upper limit of students' 


syntactic ability as indicated by argumentative writing. 


Hypotheses and Questions 


The hypotheses and questions were divided into two main areas 
of interest: those concerned with the effects of sentence-combining 
practice on written syntactic development and those concerned with the 
effect of sentence-combining practice on reading comprehension. 


Writing. 1. There will be no significant difference between 
the mean scores of classes of ninth grade students who have 
and who have not received the sentence-combining treatment 
as measured by argumentative compositions written on six 
occasions using the following indices: number of words, 
number of T-units, number of dependent clauses, words per 
T-unit, words per clause, and dependent clauses per T-unit. 


2. There will be no significant difference between the 
mean scores of samples of ninth grade students who have and 
who have not received the sentence-combining treatment as 
measured by argumentative compositions, written on pre-test, 
post-test, and delayed post-test occasions, using the follow- 
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a) the mean number of noun, adjective, and adverb clauses 
per T-unit; 


b) the percentage of short (8 words or less), medium (9-20 
words), and long (21 or more words) T-units; 


c) the mean number of nominalized verbals (gerunds and fac- 
tive infinitives) per clause; 


d) the mean number of modal auxiliaries, perfect forms, and 
passives per clause; 


e) the mean number of prepositional phrases as noun modifiers 
per clause; 


f£) the mean number of verb forms (infinitives, present 
participles, and past participles) as noun modifiers per 
clause; 


g) the mean number of genitives (inflected and phrasal) per 
clause; and 


h) the mean number of adjectives per clause; 


Reading. 1. There will be no significant difference between the 
mean scores of classes of ninth grade students who have and 
who have not received the sentence-combining treatment as 
measured by the "Level of Comprehension" subtest of the Davis 
Reading Test on three different occasions: pre-test, post— 
test, and delayed post-test. 


2. There will be no significant difference between the 
mean scores of classes of ninth grade students who have and 
who have not received the sentence-combining treatment as 
measured by the "Speed of Comprehension" subtest of the Davis 
Reading Test on three different occasions: pre-test, post— 
test, and delayed post-test. 


Additional Question. How do the means computed for the various 
syntactic indices compare with the Hunt and Loban results? 


Because of the influence of mode on student 
writing, these comparisons should provide important, new 
information about the influence of mode of discourse on the 
indices selected as well as providing some benchmarks for 
future researchers. 
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Limitations 

This study did not include an assessment of writing quality. 
Rather, it relied on past research in sentence combining as support 
for the assumption made here, that sentence combining would not have 
a deleterious effect on the quality of compositions written by ninth 
graders, 

It was not possible in the study to isolate ability level and 
teacher effect variables, so any interpretation of the results is 


limited to random groupings rather than stratified groupings of stu- 


dents. ‘his is due to the uncontrolled and possibly interactive effect 


of the teacher variable with student ability level. It is, therefore, 
not justifiable to generalize to high, middle, and low ability groups 


although these were involved in the study. 


Significance of the Study 


The present study was an attempt to throw some light on the 
question of whether basic linguistic performance could be significant— 
ly developed in a relatively short period of time. It attempted to 
determine whether such a development, if possible, was reflected in 
the students‘ writing and reading comprehension. 

The problem under study in writing could best be summed up by 
the following statement: It is incumbent upon researchers to deter-— 
mine wiether T-unit growth resulting from sentence—combining is growth 
toward maturity. It is also important in terms of curricula to deter-— 


mine whether sentence-combining practice can be useful in improving 
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reading comprehension. A program which improved both these language 
skills would represent a highly significant development for the 
teaching of English. 
Walter Loban in his 1976 summary of the findings from his massive 
and complex language development study concluded: 
If a little knowledge is a dangerous thing, no-one is at 
present out of danger in the study of language. There is 
need for many more interested researchers observing children's 
language in varied situations and making syntactic records of 
that language. (Complex truth is always an aggregate; each of 
us offers only part of an evolving mosaic.) (p. 90) 


The experiment represents one attempt to add an important piece to 


that emerging picture. 


Definition of Terms 

Argumentation: ‘using language that, in the main, argues a point of 
view, defends a position, expresses an emotional inclination, 
or tries to persuede'!; (Perron;).1976,. p. 6) 

Clause: "a structure containing a subject (or coordinated subjects) 
andrasfiniteaverbe Cont coordinatedwiinite verbs) . ...7 
(Honey) 9655ep.1kS) 

Comprehension: refers to the ‘derivation of the literal and/or 
inferred meaning of a sentence or passage" (Rutland, 1975, 
pei2) 

a/ Level of Comprehension - "indicates the depth of compre- 
hension displayed by the student in reading the kinds of 
material he is ordinarily required to read in high school and 
college” \(Navis, 1962. p.15). 


b/ Speed of Comprehension - "indicates the rapidity and 
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accuracy with which he understands the same material." 
(Davis, 1962, p. 5) 

Conjoined adjectives: adjectives joined by coordinate conjunctions 

Elaboration of language: the use of various strategies of syntax 
through which a T-unit is expanded beyond a simple subject 
and predicate. it deals with all strategies of expansion. 

Factive Infinitive: an infinitive verb form used as a noun. 

Fluency: the ability to write ideas in an easy and smoothly flowing, 
flexible, and logical way. 

Maturity of syntax: "the observed Baers aes of the sentence 
structure of older writers." (Hunt, 1965, p. 4) 

Nominal: "any structure that functions as a noun, and its modifiers" 
(Hunt, 1965, p. 99). (Note: This does not include predicate 
adjectives). 


Subordination ratio: Number of subordinate. clauses 
Number of principal clauses 


Syntax: that part of the grammar that consists of rules for combining 
words and constituents into sentences, 

T-unit or Communication unit (C-unit): "an independent clause with 
its modifiers" (Hunt, 1970, p. 14). 

Two-Count Structures: passives, paired conjunctions, dependent 
clauses, comparatives, participles, infinitives as subjects, 


appositives, and conjunctive adverbs. (Evanechko et al. 1974, 
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REVIEW OF THE LITERATURE 


Psychologists, linguists, and educators have been studying 
language development for years but it was with the advent of the 
transformational grammarians and their psycholinguistic interpreta- 
tions of syntactic complexity (Chomsky, 1957, 1965) that researchers 
were provided with an intuitively plausible theory to test. Since 
that time there have been numerous studies dealing with the various 
aspects of expressive and receptive language development. Some 
studies have concentrated on tracing this development using various 
indices and establishing norms for developmental levels. Other 
studies have attempted to improve students’ syntactic skills in read- 
ing and writing by carrying out experimental treatments. This review 
of the literature first discusses the descriptive and experimental 
research concerned with written syntactic development, to provide the 
background information related to the analysis of writing carried out 
in the present experiment. Secondly, this review discusses the 
research which attempted to find a relationship between reading com-— 
rehension and the ability to process various syntactical forms, in 
order to establish the rationale for the present study's attempt to 
determine whether written syntactic practice might increase compre- 
hension skills. The third section of the review is concerned with 
those studies which relate more directly to the present one, namely 


those that attempted to determine the relationship between syntactic 
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ability in writing and ability in reading comprehension. Selected 


descriptive studies and experimental studies have been reviewed. 


Writing and Syntactic Development 


There is little doubt that the ability to manipulate syntactic 
structures to convey meaning accurately and precisely is a mark of 
maturity in writing. Numerous studies have been carried out to deter- 
mine what is involved in syntactic maturation and how it can be en- 
hanced. Because of the growing number of studies listing syntactic 
frequencies for various grades and various writing indices this review 
concentrates on: 1) those studies involving grades seven to twelve; 
and 2) those indices which have shown promise for indicating 


syntactic development beyond grade seven. 


Tracing syntactic development in writing -- descriptive studies. 


iy 1933; Lou Labrant conducted a pioneering study of written language 
development. She examined the writing of children in grades four to 
twelve as well as the writing of a group of published psychologists. 
Even at this early stage in the analysis of syntactic development, 
Labrant noted what Hunt (1965), Loban (1976), and others, have also 
found, that the increase in adjective clauses was one of the most 
significant indices of maturation in writing. Labrant did not have 
the benefit of the theory of transformational grammar to provide her 
with an analytic framework and thus concentrated on subordinate 
clauses and word counts. She did, however, find one additional item 


of interest which was elaborated on later by other researchers: 
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"While dependent clauses increased in frequency with increasing matu- 
rity of the writers, they also increased in Kenn trante and clarity of 
thoughts": (Cp .7:462) 

Eleven years later, A.F. Watts (1944, p. 123) in The Language 
and Mental Development of Children reported the percentage of depen- 
dent clauses used by pupils at various age levels. Use of dependent 
clauses increased from sixteen percent in grade two to forty-three 
percent in grade six. Watts' study, which confirmed Labrant's find- 
ings, helped lay the foundation for the frequency count studies which 
followed upon the theories of the transformational grammarians. 

In 1953, Walter Loban began what was to result in a very 
significant contribution to the study of language development. He 
undertook a study of the language skills of three hundred and thirty- 
eight students in Oakland, California. At the end of the thirteen 


year study he released his comprehensive analysis called Language 


Development: Kindergarten Through Grade Twelve (1976). This and his 
two interim reports Language Ability: Grades Seven, Eight, and Nine 
(1966), and Language Ability: Grades Ten, Eleven, and Twelve (1967) 


are important to the present study. Loban, however, was only one of 
three important researchers working in the area at this time. In 
1965, when Loban's students had reached grade twelve, Kellogg W. Hunt 
published Grammatical Structures Written at Three Grade Levels in 
which he carried out a comprehensive syntactical analysis of student 
writing in grades four, eight, and twelve. He was searching for two 
things: 1) a method for quantitative study of syntactic structures, 
and 2) developmental trends in the frequencies of various syntactic 


structures. His results have often been referred to as representing 
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average ability at the three grade levels. In 1966, Hunt took his 
study one step further and analyzed the writing of eighteen average 

and eighteen superior students in each of grades four, eight and 
twelve, as well as the writing of nine authors in each of Harper's 
Magazine and Atlantic whom he referred to as Superior Adults. In 1970, 


he investigated the differences in the sentence structures written by 


schoolchildren at various stages of chronological maturity and the 
writing of certain adults with "all writers saying virtually the same 
thing" (Hunt, 1970, p. 10). To achieve this 'sameness', he used Roy 
O'Donnell's "Aluminum" passage which was composed of thirty-two kernel 
sentences which the subjects were asked to rewrite "in a better way". 
Although these results showed some of the same trends as did his 
earlier studies, this study had the following limitations: 1) the 
exercise was rather artificial as a writing activity; 2) the resulting 
compositions appeared to be unreliably short; and 3) the limitations 
placed on good writers almost certainly curtailed their overall fluen- 
cy. Thus the majority of his data with import for the present 
research lies in his two earlier studies. 

The third major contributor to this field of study was Roy C. 
O'Donnell. Along with William J. Griffin, and Raymond C. Norris, 
he carried out a study in 1967 reported as "A Transformational Analy- 
sis of Oral and Written Grammatical Structures in Grades Three, Five, 
and Seven". Like Hunt and Loban, they hypothesized that there were 
"significant differences among the grammatical structures of ehidacen 
at various grade levels, with structures increasing in syntactic 


complexity with advance in grade level" (p. 35). 
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Tables 1 and 2 (pp.18-19) contain the major findings of 
Hunt, Loban, and O'Donnell et al. as they relate to written syntactic 
development. Also included in Table 1 are the results of Perron's 
- (1976) study in which he analyzed grade five compositions written in 
three modes. His data for his fifty-one grade five students' argu- 
mentative writing are also included to indicate the major effect 
caused by mode on the frequency of written syntactic structures. 

The various syatactic indices were tested statistically by Hunt 
(1965) to determine which were the best indicators of a student's 
grade level. Only for those indices significant for grade at least 
at the .05 level was a contingency coefficient calculated. (Hunt, 1965, 
p.- 23) Therefore, only they have been reported in Tables 1 and 2. 

The most significant measure of both chronological and mental 
maturity in writing during the public school years according to Hunt 
(1966) is T-unit length. This measure eliminates the problem of 
improper punctuation and capitalization and overuse of sentence 
coordination by young writers. T-unit length was related significant- 
ly to grade at the 0.01 level and had a contingency coefficient of 
0.69. Hunt concluded that T-unit length was "a more valid measure 
than sentence length and should replace it in all serious studies" 

(p. 45). Loban's (1976) longitudinal study confirmed Hunt's claim. 
Hunt (1965) found an average yearly increase of 0.73 words per T-unit. 
Loban (1976) found an average yearly increase of 0.86 words per T-unit 
between grades seven and twelve. A brief look at Table 1 shows that 
this growth is not even. Loban's data indicate a dramatic spurt be- 


tween grades nine and ten, followed by a drop from grades ten to 
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Table 2 


Additional Indices of Syntactic Development 


ee 


Si Grade Grade 
Index Researcher B- 8 12 
Level 

Nom. Verbals/Clause: 

Gerunds Hunt (c) FUL 03 07 

Factive Infinitives Hunt (c) SOF -04 -O7 
Prep. Phrases as 

Noun modifiers/clause Hunt (c) ath) <20 ara 
Verb Forms as 

Noun Modifiers/clause Hunt (c) aU 07 .09 
Genitives: Inflected & 

Phrasal/clause Hunt (c) Z0L 429 -38 
Adjectives/clause Hunt (c) a UE 239 43 


(c) means that figures are calculated from the data supplied. 
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eleven, and another dramatic rise in grade twelve. Nevertheless, 
Loban concluded that "the average number of words per T-unit has 
proven to be one of the most critical measures of language fluency 
developed during the course of this investigation" Cp. 26). 

Directly related to this index is one which was mentioned by 
Hunt (1965) but which has not received much attention. He noted that 
"the amount of writing done in 'short' T-units (1-8) words is a high- 
ly significant [Inmegative] index of maturity. It has a contingency 
coefficient of 0.70, even slightly higher than that for T-unit length" 
(p. 52). The relationship between words per T-unit and this index is 
obvious, but it does provide additional information on T-unit growth. 

The index of syntactic maturity which Hunt (1965) found to be 
the second major indicator of syntactic maturity was words per clause, 
which was significant for grade at the 0.01 level of confidence. He 
noted that "if we take the maturity of the skilled adult as the goal, 
the results show that words per clause is as good an index as words 
per T-unit" (p. 6). He had already noted that "clause length alone 
accounts for seventy-five percent of superior adults' superiority 
over grade twelve students in sentence length and T-unit length" 
(p. 141). A look at Table 1 reveals the very slow growth in words 
per clause which averages 0.26 when calculated from Loban's data and 
0.13 in Hunt's data. Owing to the small sample size employed in the 
Hunt study, Loban's data are the more reliable. But again, the growth 
in words per clause is uneven with reductions from grades seven to 
nine, a spurt in grade nine, a consolidating plateau in grade eleven, 


and another spurt in grade twelve. In reviewing Loban's (1976) study, 
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O'Donnell (1977) wrote that the T-unit and elaboration index show 
that growth in children's language does in fact follow a predictable 
sequence, but that the velocity or relative yearly growth rates are 
uneven" (p. 50). He suggested that negative data should be interpre~ 
ted as plateaus in development. Despite these aijaudnt plateaus in 
words per clause at various grade levels, Loban's data did indicate 
significant overall growth. Hunt's (1965) study had indicated that 
superior adults average about three and a half more words per clause 
than twelfth graders. He suggested that "clause length is especially 
worth studying as a place where substantial growth can occur" (p. 142). 

One must keep in mind that the two previous indices, words per 
T-unit and words per clause, are interrelated with the index which 
Hunt (1965) found to be the third best indicator of syntactic maturity, 
the number of clauses per T-unit, which showed significant increases 
between grades four, eight, and twelve at the .01 level. This index 
along with words per clause represent the only possible ways of 
lengthening T-units. That is, the writer can add more dependent 
clauses or he can lengthen his clauses by adding more words or 
phrases, often through reductions of clauses to structures which are 
less than a clause. Loban (1976) observed a rather uneven growth from 
grades eight to twelve, where Hunt (1965, p. 20) found such signifi- 
cant growth in dependent clauses per T-unit. Loban postulated that 
the more mature students preferred tighter ways to coil their thoughts 
than dependent clauses permitted. Nevertheless, the number of i 
dependent clauses per T-unit is still a significant indicator of 
syntactic growth at the junior and senior Fachwee hoon level. 


As a result, when doing frequency counts to determine whether 
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syntactic growth has taken place, it is not sufficient to use words 
per T-unit alone. The growth that one finds may be due to over- 
reliance on the use of dependent clauses and the more significant 
growth in words per clause may be negligible. Because these three 
indices are interrelated, the researcher must determine where any 
measured growth is coming from. 

Another major set of counts has been the number of noun, adjec- 
tive, and adverb clauses used in subordination. Hunt (1965) found 
that the writer in grade twelve adds a dependent noun clause thirteen 
more times per hundred te atrenieen does his counterpart in grade 
eight. However, by grade twelve Loban's (1976) group still had not 
reached the frequencies found in Hunt's writing sample. In fact, 
they were below the frequency which they themselves attained in grade 
eight. Hunt's (1966) results indicated that his earlier findings 
were somewhat spurious. He made an important observation about the 
possible determinants of noun clause frequencies. The writing sam—. 
ple he analyzed was one thousand words of "whatever the students were 
Whiting... Hesneteds that: 

While reading the themes of older students and tabulating 
the noun clauses, the investigators repeatedly noticed that 
one theme on one kind of subject would be full of noun clauses, 
while another theme by the same student on a different topic 
had almost none... . The two older, different groups write 
about the same number of noun clauses per given number of 
words as the two groups of fourth graders. (pp. 56-7) 
Thus we can conclude that an increase in noun clauses is not indica- 
tive of increasing syntactic maturity from grade eight onward. Never- 


theless, these structures were counted in the present study in order 


to gather further data about this sentence structure. 
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Increased ae of adjective clauses was found to be indicative of 
increasing syntactic maturity by all researchers listed in Table 1. 
O'Donnell et al. (1967, p. 36) found a significant increase between 
grades three and five and Hunt between grades eight and twelve. Loban 
(1976), similarly, found a significant increase from grade three to 
grade twelve. The overall increase in adjective clauses, as Hunt 
(1965) observed, is "the most important developmental trend" (p. 80) 
in written syntax, well into maturity. He also concluded that "adjec- 
tive clauses are the most significant factor in the increase of T- 
unit length'' (Hunt, 1965, p. 108) which itself is the best single in- 
dex of maturity in writing. 

The frequency of adverb clauses per T-unit, however, “tells 
mote about the mode of discourse and subject matter than about matu- 
rity . .. . The ceiling on adverbial clauses is reached in the middle 
grades" (Loban, 1976, p. 56). Hunt (1966, p. 58) reached much the 
same conclusion. The proportion of adverb clauses in his study 
dropped from forty-three percent in grade four to thirty-two percent 
in grade eight to thirty percent in grade twelve. (p. 62) His results 

‘for his first study (Hunt, 1965) found in Table 1 were also non- 
significant for this index. Although Loban (1976, p. 57) did suggest 
that better writers used more adverb clauses of concession, the 
differences were not significant, and he poweiidan that "the topic 
of me writing or speaking shifts the frequency of dependent clause 
functions". (p. 57) An increase in adverb clauses therefore, is not 


an indicator of syntactic maturity. 


As Hunt (1966) observed: 'among the three kinds of subordinate 
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clauses frequently used, only adjective clauses provide a highly 
significant index of both chronological and mental maturity from 

grade four to maturity". (p. 64) Earlier Hunt (1965) had stated that 
"adding clausal modifiers is more effective eal means of lengthening 
T-units, but adding non-clausal modifiers is more effective in 
achieving conciseness". (p. 108) With the exception of adjective 
clauses, then, one must look within the clause to find more indices 

of syntactic maturity. Table 1 shows that clause lengthening accounts 
for nearly half the growth in T-unit length between grades eight and 
twelve in Loban's study, 1.38 words per clause compared with 2.90 
words per T-unit. Increased use of within-clause structures account 
for the remaining increase. Hunt (1965) provided more information on 
the syntactic trends within high school students" clauses than did 
Loban. Thus the information of concern to this study was derived from 
Hunt's data (as Table 2 indicates) and was supplemented with informa- 
tion from Loban whenever possible. The figures on syntactic structures 
used in clause expansion (Table 2) were computed from Hunt's data and 
are presented as frequency per clause. If frequency per T-unit is 
desired, the given frequency is simply multiplied by: 1 (for the 
independent clause) plus the dependent clause per T-unit figure. 

Hunt found that average clause length correlated significantly 
with several kinds of noun modifiers: prepositional phrases (.567), 
adjectives (.547), infinitives (.431), genitives (.396), and. present 
participles (.278). Pireee structures accounted for "the major 
lengthening of the clause" (Hunt, 1965, p. 143). And as Hunt also 


observed, the number of these non-clause modifiers was ten to fifteen 
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times as great for each grade as the number of adjective clauses. 
Loban (1976, p. 45) corroborated Hunt's findings. Earlier in the 
same study, Loban (1966, p. 42) had observed that the higher ability 
students invariably used more nouns amplified by modifiers, more com-— 
pound nouns, more clauses, and more infinitives. However, he did not 
provide data for these syntactic units. 

Hunt (1965) detected a significant increase in the use of 
nominalized verbs and clauses as well. Factive infinitives, gerunds, 
and genitive modifiers especially showed great increases as is 
observable from Table 2. 

So the chief factor which lengthens clauses appears to be 
the increasing of nonclause modifiers of nouns and the 
nominalization of clauses. This factor and the increase in 
adjective clauses account in the main for the increased 
length of T-units. (Hunt, 1965, p. 143) 
Loban (1976, p. 68) also recorded a measurable increase in gerunds 
and infinitives as the student matured. He made a rather interesting 
observation. 
In the history of the English language, the use of nonfinite 
verbal constructions has been increasing for the last five 
centuries. They are a way of simplifying, and they are 
forceful; they help us to express and subordinate thought 
effectively and directly. (p. 69) 
Hunt (1965) also found a significant increase (.01) in the frequency 
with which six modals, "be" as an auxiliary, and the "can" and "have" 
auxiliaries were used by students in each successive grade. Although 
this expansion of the verb had only a slight effect on clause length, 
"this tendency suggests an increased modulation of the verb" (Hunt, 


1965, p. 124). Variety in verb forms represents an increasing syn- 


tactic ability and these forms were tabulated in the present study. 
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In the midst of this frequency counting by researchers such as 

one) important questions arose. The first question was in regard 
to the validity of the writing samples. Except for Hunt's (1970) 
study using the "Aluminum" passage and the study by O'Donnell et al. 
(1967), none of the authors controlled sufficiently well for topic 
and mode. And ue Braddock et al. (1963) pointed out in their "Sug- 
gested Methods of Research": 

Before conducting a frequency count or using the results of 

one, a person should determine what his purpose is and then 

ascertain that the compositions used are appropriately 

controlled or sampled according to topic, mode of discourse, 

and characteristics of the writer. (p. 17) 
Perron's (1976) findings also indicated that mode must be controlled 
in order to properly compare the syntactic ability of groups across 
grades. He found that mode, and therefore topic, produced signifi- 
cant differences in syntactic complexity as indicated by fifth grade 
writing when words per T-unit, words per clause, and clauses per T- 
unit were counted. The order for modes from simple to complex was 
descriptive, narrative, expository, and argumentative. All differences 
were significant beyond the .001 level. Perron's results thus amply 
demonstrated what Braddock suggested. If a researcher is attempting 
to determine what a student's written syntactic capability is, he 
should provide the student with the opportunity to write in the mode 
that elicits the most complex syntax. Crowhurst (1977, 1980) and 
Crowhurst and Piche (1979) confirm that the argumentative mode elicits 
the most complex syntax in student writing. Thus Hunt's frequencies 


of syntactic structures taken from “whatever the student wrote on" 


(Hunt, 1965, p. 1) or “whatever they were writing" (Hunt, 1966, p. 2) 
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and Loban's frequencies derived from "thirty sequential C-units 
obtained in the spring of each school year, grades three through 
twelve" (Loban, 1976, p. 8) cannot be considered as indicative of 
the student's syntactic capability at these grade levels. Their re- 
sults are confounded by what Hunt (1965) observed as "a shift away 
from narratives'' (p. 133) to expository writing. Henceforth, in 
attempting to establish grade norms for various frequency counts, 
researchers should control and report topic and mode. 
The second question which arose during the frequency count 
research was also very important. The researchers who were interested 
in quantitative analysis of writing could not ignore the arguments of 
Moffett(1968) and Christensen (1968, p. 572) that the elaboration of 
clauses makes for "cursed hard reading". If they were right, the 
teaching of more complex and varied syntactic structures would have 
been a waste of time. With the recent increase in the number of 
sentence-combining studies, other writers have joined in to urge 
caution. Kinneavy (1979) has added to the earlier questioning of the 
sentence-combining goal. 
The readability people are generally concerned with lowering 
the number of words per sentence to a readable level, given 
the assumption that many of the sentences of modern prose 
are entirely too complex and too long. Yet increasing 
length and complexity of sentence structure is an avowed goal 
of many sentence-combiners. . . . At some point, syntactic 
maturity may move into syntactic senility. (p. 70) 

Stewart (1979) re-iterates Kinneavy's concern: "The primary objective 

of sentence-combining curricula should not be that of simply securing 


gross increases in syntactic indices" (p. 11). However, accumulating 


research results suggest that elaborated syntax is at least not 
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detrimental to quality in writing. O'Hare (1973), Combs (1975), Golub 
and Kidder (1974), Loban (1976), Pedersen (1977), and Crowhurst (1980), 
all found that those compositions rated highest by teachers were the 
ones that used the most complex syntax. O'Hare and Combs used words 
per T-unit, words per clause, and clauses per T-unit to show that 
their experimental treatment groups wrote more complex syntax than did 
their control groups. The compositions in each study were marked 
holistically as well. Both of these researchers found that the ex— 
perimental group's papers were judged significantly superior to the 
control group's papers by experienced English teachers who were 
unaware of the purpose of the experiments. Combs also found that the 
post-test compositions of his experimental group were rated signifi- 
cantly superior to their pre-test compositions, thus indicating that 
increased syntactic maturity does indeed enable students to write 
better. This was borne out by the analysis of Golub and Kidder (1974) 
who 
identified twelve variables which correlated significantly 
with teachers' judgements of written language samples. That 
is, if the occurrence of these twelve variables was high in 
a child's written language sample, the chances were also 
good that a teacher would put a high score on a child's 
papers) (Cp. 1129) 
Their "Syntactic Density Score" included words per T-unit, words per 
clause, and clauses per T-unit plus others which dealt with elabora- 
tion of syntax within the clause. These were indices such as the 
number of prepositional phrases, the number of modals, and the number 
of “be" and “have" auxiliary forms. 


Loban (1976) in his comments on teacher grading of compositions 
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throughout his thirteen year study wrote: 

In measure after measure, the subjects whose language 

power impressed numerous teachers are the ones who show 

empirically: longer C-units; greater elaboration of subject 

and predicate; and more embeddings, especially multi-base 

deletion transformations. (p. 85) 
Pedersen (1977) in his replication of the O'Hare and Combs experiment 
found that at both post-test and delayed post-test occasions his 
experimental subjects “wrote more syntactically fluent compositions 
[W/TU; W/Cl]_ than control subjects wrote" (p. 67). He had "six 
professional teachers of composition . . . without any knowledge of 
the student or treatment" (p. 67) perform the two quality assessments: 
(a) overall quality assessment of matched compositions; and (b) seman-— 
tic differential assessment using fourteen indices. "Subjects enga- 
ging in sentence—combining practice achieved, at the .001 level, 
better judged overall quality of writing, confirming earlier research 
results." (Pedersen, 1977, p. 2) More importantly, however, Pedersen 
also found that 

The comparison of group means suggests that the writing of 

experimental students who engage in extended sentence— 

combining is perceived as measurably different from com- 

parable control students! writing in idea development, in 

maturity, and in concreteness of content. (p. 58) 
Such results should help to allay skeptics" fears that "professional 
teachers of composition" are rating compositions high on overall qual- 
ity on the basis of syntactic complexity alone. 

While Pedersen used narrative writing for the assessments, 

Crowhurst (1980) in her study with grades six, ten, and twelve stu- 


dents used the argumentative mode. Four experienced teachers at each 


level rated the compositions. Syntactic counts were made for words 
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per T-unit; a holistic rating was given; and a composition instru- 
ment was used to rate the compositions on seven qualities. One of 
these qualities was sentence-structure. The results were interesting 
and important to the present study which also used the argumentative 
mode: 


Grade 10: High complexity arguments scored significantly 
higher than low complexity arguments on all three quality 
measures. 


Grade 12: High complexity arguments scored significantly 
higher than low complexity arguments on sentence-structure 
and composition quality scale. On the holistic scoring, 
high complexity arguments scored higher than low complexity 
arguments, but the difference between the two was not 
significant. (Crowhurst, 1980, p. 229) 


It seems safe to agree with the conclusion reached by Kerek, Daiker, 
and Morenberg (1979) in their very careful study involving the rela- 
tionship between sentence structure and writing quality in the compo- 
sitions of college freshmen. They wrote: 

Undoubtedly, the major thrust of this study is in the 

evidence it has yielded for a significant correlation 

of these syntactic maturity gains with improved writing 


in free compositions, no matter how writing quality is 
measured. (p. 85) 


Evidently, the ability to use compiex and varied syntactic structures 
is an asset to a writer. The structures reported in Tables 1 and 

2 are the best indices of syntactic maturity which research can pro- 
vide at this time. In 1965, Hunt had concluded his study by sug- 
gesting the implications his results might have for curricula: 


This study suggests a kind of sentence building program 

that probably has never been produced or at least not 
systematically and fully. The aim would be to widen the 
student's span of grammatical attention and concern. The 
method would be for him to reduce independent clauses to 
subordinate clauses and non-clauses, consolidating them with 
adjoining clauses and T-units. He could work up to struc- 
tures of considerable depth and complexity comparable to 
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those exhibited by twelfth graders and superior adults. 
tp. LT) 


Whether Hunt was aware of the attempt being made by Bateman and 
Zidonis, published in 1966, to produce such a sentence-building 
program, is here only a matter of speculation. But in 1966, they 
released the results of their two year experiment. This was followed 


by a series of studies involving sentence building. 


Improving written syntax --— experimental studies. When Donald 


R. Bateman and Frank J. Zidonis published their results in 1966, 
they concluded as had Braddock et al. (1963), that traditional gram- 
matical analysis would not result in improved student writing. They 
also concluded that corrective, functional, and formal grammars, which 
they refer to as '"pseudo-grammars", 
do not account for the ways in which sentences are produced; 
in fact, they can offer no grammatical explanation for the 
process of sentence formation .... (p. 1) 
In their study, they Eheorized that a grammar which gave students 
practice in generating various sentence patterns would result in 
increased student ability to use these sentence structures. They 
selected the ninth-grade class at Ohio State University School and 
randomly assigned twenty-five students to the experimental treatment, 
a study of transformational grammar. The other twenty-five acted as 
the control group. The treatment lasted for two years with writing 
samples collected during the first three months of ninth grade and 
the last three months of the tenth grade. The results were somewhat 


inconclusive. The experimental-group scores were superior to the 
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control group scores on "grammatical operations per sentence" but 
most of their increase was attributable to four students. The ex- 
perimentals wrote proportionately more well-formed sentences but only 
at the .06 level of significance. Students in the experimental group 
also wrote with fewer mistakes measured by an “error change score" 
and this change was significant at the .01 level. Beremea, and 
Zidonis concluded that "the study oe systematic grammar which is a 
theoretical model of the process of sentence production is the logical 
way to modify the process itself" (p. 37). The Bateman and Zidonis 
results pointed out the possibility that such programs could produce 
significant results in writing and suggested the need for more 
research on this question. 
John Mellon (1967) argued that all Bateman and Zidonis did was 
restate the claim of traditional grammar in generative terms, that 
" the learning of grammatical formulations can result in their being 
consciously applied in the production of mature sentence structure" 
(p. 20). Mellon worked with two hundred and forty-seven seventh 
grade students who were assigned to three groups: transformational 
sentence combining, conventional parsing, and placebo. His aim was 
to direct a maximum of the students' attention to the way 
that content initially expressed in collections of separately 
represented kernel sentences could be collapsed into single 
statements . .. the student was given a set of kernel sen- 


tences plus directions for combining these sentences into a 
single complex statement, which he was then required to 


Write out, (p. 32) 
One other group studied traditional grammar and the placebo read 
extra literature and received direct method instruction in techniques 


for varying sentence structure when writing. The experimental 
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treatment lasted five months with the four previous months devoted to 
learning the transformational rules. The results were quite impres-— 
sive with the experimental group experiencing significant growth on 
twelve indices of syntactic maturity. Growth on words per T-unit 
was from 9.98 to 11.25 and was significant at the .01 level. Growth 
for the traditional grammar group was non-significant (9.94-10.21). 
Because the students were simply directed to "write as well as they 
could", the results for the experimental group were very impressive. 
What was not so impressive was the finding that the experimental com- 
positions were judged inferior to the control compositions for overall 
quality and indistinguishable from those of subjects who had studied 
no grammar. (p. 104) Thus, Mellon could not show that transformation- 
al sentence-combining practice involving the learning of transforma- 
tional rules would result in increased quality of student writing. 
Francis Christensen's Notes Toward A New Rhetoric was also 
published in 1967. In it, Christensen criticized current composition 
teaching practices saying that “we do not really teach our captive 
charges to write, better—-we merely, expect them to\.(p.93). In 1968, 
in an article entitled "The Problem of Defining a Mature Style" he 
questioned Hunt's emphasis on nominalizations and relative embeddings: 
The sentences of all but the most immature or inept writing 
are made long, in part, by a class of constructions far 
different in rhetorical effect from nominalizations and 
relative embeddings. This class is the so-called sentence 
modifier or free modifier. (p. 576) 
Christensen pointed out that there is not much scope for adding free 


modifiers within a clause where mostly word modifiers or bound modi- 


fiers are used. He claimed that these latter modifiers restricted 
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the writer's rhetorical freedom. 

In 1970, in a “cosmopolitan” area of Edmonton, eau L, 
‘Gajadharsingh carried out a well-designed but little-reviewed study 
in sentence-combining based on Christensents "rhetoric of the 
sentence", He wanted to know whether or not students who received 
such instruction would write "more stylistically mature prose than 
students who received instruction in the principles of writing 
through traditional grammar" (p. 73). His results showed that the 
experimental group achieved significantly higher adjusted mean scores 
on the post-test (three paragraphs, eighteen T-units) than students 
in the control group. The experimental group also used a significant-— 
ly higher number of free modifiers, a significantly greater adjusted 
mean number of words per T-unit, and a significantly greater adjusted 
mean number of intra-T-unit coordination. (p. 249) He also found no 
significant difference in the performance of students in the experi- 
mental group on a delayed post-test, given three months later, when 
compared to their post-test scores. He concluded with the remarks 
that the study “indicated that under the conditions of the experiment, 
instruction in the rhetoric of the sentence has a beneficial effect 
on the written composition of grades seven, eight, and nine students" 
Gppeosayn . 

However, despite such seemingly impressive results, this research- 
er like Moffett (1968) tends to be somewhat skeptical of such cumulative 
sentence techniques. Moffett questioned Christensen for making the 
"descending clause-modification structure a doctrinaire kind of 
absolute good" (p. 43). Moffett thus pointed out the absurdity of 


advocating one syntactical pattern to the exclusion of the others. He 
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also noted that "Syntactic complexity is no virtue in itself. The 
point is to be able, not obliged to complicate one's sentences" 
(p. 171). Research now suggests that acquiring facility with syn- 
tactic patterns may be achievable through nate rere prac- 
tice. | 

Prankeo hard (1971) designed his experiment to provide students 
with practice in the use of the same syntactical patterns that Mellon 
had used. He hypothesized that such sentence-combining practice, not 
dependent on any formal knowledge of grammar, would help seventh 
graders to write syntactically better compositions than students of 
similar ability who did not receive such practice. O'Hare wondered 
if Mellon's rules were too complicated for seventh graders. Presum-— 
ably, by increasing the ability of students to manipulate syntactic 
units by patterned practice, uninhibited by grammatical terminology, 
the teacher would be expanding the students" number of syntactic 
options as Moffett(1968, pp. 176-177) recommended. O'Hare's experi- 
mental group was composed of forty-one grade seven students from the 
Florida State University School. His control groups contained forty- 
two students. They were randomly assigned to treatments which lasted 
for eight months and involved one and a half hours per week. The 
experimental groups practiced the same sentence-combining patterns as 
Mellon's group. The control group did a language study unit consist— 
ing of teacher-made study sheets and exercises on vocabulary study, 
dictionary skills, punctuation, capitalization, and usage. (O'Hare, 
1973, p. 34) Both groups wrote the same number of compositions, with 
a minimum of two and a maximum of four pages per week. O'Hare 


analyzed the first ten T-units in each of five pre-test and post-test 
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compositions which ranged over the narrative, descriptive, and exposi- 
tory modes. 

O'Hare's results caused a stir in the composition world. Mellon 
(1969) had shown that up to two years growth was possible when 
measured by words per T-unit and eleven other similar indices. Using 
six of these indices: words/T-unit, clauses/T-unit, words/clause, 
noun clauses/T-unit, adverb clauses/T-unit, and adjective clauses/ - 
T-unit, O'Hare found his experimental group of seventh graders 
achieved at a level similar to, and on four occasions superior to, 
Hunt's (1965) norms for twelfth graders. Only on noun clauses were 
they below the norms reported by Hunt. (O'Hare, 1973, p. 55) The 
experimental groups established a highly significant superiority at 
the .001 level over the control group on all six factors. But even 
more impressive was that, after "normalizing the papers of fifteen 
controls and fifteen experimental students who were paired on the 
basis of sex and IQ, eight experienced Phtuten teathune, with no 
knowledge of the experiment, judged the papers of the experimental 
group to be significantly better at the .001 level when rated for 
'seneral impression’ (O'Hare, 1973, pp. 62-69). As O'Hare stated, 

The results raise questions about the belief that growth in 
writing ability is necessarily a slow and difficult process. 
In showing that significant qualitative and syntactic gains 
can be achieved in approximately eight months, the study 


suggests that, at least for seventh graders, a part of the 
composing process is definitely amenable to alteration. 


(pea 73) 


O'Hare pointed out other positive aspects of his program such as the 
increase in student confidence, the absence of a need to learn term— 
inology, the program's simplicity, and the high student interest it 


generated. As well, he found no interaction between treatment and 
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teacher, sex, or ability of students. O'Hare's study lent credence 
to the idea that a writer's ability to manipulate syntax is related 
to quality in writing and that complexity achieved by subordination 
does not necessarily result in writing that is "cursed hard reading" 
as Christensen and others had suggested. 

The studies on sentence combining that followed closely upon 
O'Hare's did not really add much information to the writing improve- 
ment picture. Fisher (1973) conducted a five week (twenty-five 
minutes per day) treatment with small classes of grade fives, sevens, 
and nines. O'Donnell’s "Aluminum" passage and a "Cotton" passage 
developed by the author were used as both pre-— and post-tests. The 
results showed that all experimental groups wrote more maturely as 
measured by T-unit length, clause length, and clauses per T-unit at 
the .05 level. However, one must Re skeptical about the use of a 
measure requiring students to combine kernel sentences into more 
complex sentences. Such measurement is biased in favor of the group 
receiving the sentence-combining treatment. Perhaps such increases 
are due to the interaction of the treatment and the instrumentation. 

Hughes (1975) carried out a similar study with small groups of 
twelve grade-seven students. She also used the "Aluminum" passage 
both as a pre- and post-test. After thirteen weeks and an average of 
thirty-one hours in manipulating adjective clauses, Hughes concluded 
that “writing fluency made large gains according to teacher observa- 
tion" (p. 54). However, the same problems were encountered in the 
Hughes study as in Fisher's study. The gains may be attributable 
to the basic task similarities of the "Aluminum" passage and the 


sentence-combining activities. Comparing the two groups on increased 
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Writing ability using such instruments is not ‘a fair test. “It is 
questionable whether Fisher or Hughes would have found the same syn- 
tactic growth in their subjects’ free-writing. The major concern of 
composition teachers must remain with syntax in free-writing, not 
with students’ ability to combine a given set of sentences after 
practicing such combinations. 

Thus, not until Warren Combs' (1975) study was important 
information added to that which O'Hare had accumulated. Combs was 
interested in the effect of sentence-combining practice on the writing 
of seventh graders and included a delayed post-test in his design. 

He used two intact experimental classes (forty-nine students) and 

two intact control classes (fifty-one students) in a suburban 
Minneapolis junior high school. He took care to construct his 
sentence-combining problems in the Mellon and O'Hare tradition. As 

a result, his treatment differed from O'Hare's "only in the number 

of sentence-combining problems and the complexity of the base sen- 
tence of the sentence-combining exercises" (Combs, 1975, p. 45). The 
amount of time spent was roughly equivalent to the number of hours of 
sentence-combining treatment which O'Hare's experimental group re- 
ceived. However, Combs' treatiment lasted only ten weeks and O'Hare's 
lasted eight months. Combs had matched-compositions (experimental/ 
control; pre-test/post-test) evaluated on the basis of words per T- 
unit and words per clause. A comparison of the results on the syn- 
tactic indices which Mellon, O'Hare, and Combs found for their experi- 
mental groups is presented in Table 3. All three used free-writing 


samples for their analyses. The results from Combs’ (1975) experiment 
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Results From Three Studies Using Sentence Combining: 


W/CL Mellon 


CL7TU Mellon 
O'Hare 


Combs 


Pre-test 


7.06 


W203 


N/A 
36 


1.35 


Experimental Groups Only 


Post-test 


BLo25 
15. /5**% 


11. 65**%* 


N/A 
8. 55H 


1.74%% 


N/A 
1. 84%%% 


Ieee g4 


Delayed 
Post-test 


N/A 


10.99** 


N/A 
N/A 


721% 


N/A 
N/A 


1.45 


* Asterisks indicate the level of significant differénces 


between pre-test and post-test, and between post-test and 


delayed post-test: 


xp < -05; **p < 01s and ***p < .OO1. 
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confirm O'Hare's conclusion that sentence-combining practice results 
in increased syntactic ability as measured by the three indices in 
Table 3. However, the increase attained by Combs' experimental group 
was closer to the increase achieved by Mellon's (1967) group than to 
the increase achieved by O'Hare's group. Pedersen (1977) replicated 
the studies by O'Hare and Combs with grade seven students. He 
carried out two of the main frequency counts (W/TU and W/CL) that the 
other two researchers used. The control group scores did not change 
significantly on either index. The experimental group did not sig- 
nificantly increase their mean words per clause; however, they 
achieved an increase in words per T-unit which was significant beyond 
the .0i1 level. The comparison with the control group showed the ex— 
perimental group to have significantly outperformed the control group 
consistently on both the post-test and delayed-post-test occasions. 
Robinten (1979) conducted a study using O'Hare's Sentencecraft 
program with forty grade seven students but no control group for 
comparison. He used the "Aluminum" passage for both the pre-test and 
post-test. The increase in T-unit length following completion of the 
program was found to be significant. Robinson noted that "all 
students in this selected sample seemed able to handle more complex 
embeddings after they had experienced the Sentencecraft program" (p. 4) 
Sullivan (1979) used the Getting It Together program which was 
constructed under the direction of Charles R. Cooper. Her study in- 
volved grade nine and eleven students. The grade nine results indi- 
cated that "the growth in the two syntactic factors, mean T-unit 


length and frequency of the use of final free modifiers were 
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significant at the .0l1 level and the .001 level". (p. 85) These 
results demonstrate the efficacy of sentence-combining in increasing 
the syntactic complexity in student writing. Other studies have been 
carried out at university level, the most impressive being the one by 
Kerek, Daiker, and Morenberg, (1979). The beng reported in the 
lower levels seem to carry on. These three researchers conclude that 


The results of this experiment strongly confirm the claims 
advanced for SC in recent years: SC clearly helps accelerate 
syntactic growth even among young adults, and it is signifi- 
cantly more effective than the conventional essay-—analysis 
approach in increasing the overall writing skilis of college 
freshmen . . . . The subordination ratio, clauses per T-unit, 
post-test differences between the two groups remained not 
significant, as they were on the pretest. But in the mean 
clause length, words per clause, which Hunt claims is the 
syntactic factor that best differentiates adolescents from 
professional writers, the experimental group gained O95, 
nearly one whole word whereas the control group dropped .13. 
This difference is statistically significant at and beyond 
the .001 level of confidence. Note that in fifteen weeks 
the treatment group increased its clause by almost half of 
the growth experienced, according to Hunt, in the previous 
eight years of normal development. The same group showed 

a nearly as impressive .74 word gain in T-unit size [words 
per T-unit] in contrast to the .05 word drop by the control 
group. The post-test difference between the groups, 1.1 
word, is again significant at better than .001. (p.170 ) 


Not only is the design of the study impressive, the results are im— 
pressive also. However, a few words of caution are in order at this 
point for two reasons. First, as Manning (1979) points out very 
clearly, not all sentence-combining studies have used identical 
treatments and this affects the generalizability of the studies men- 


tioned above. He writes: 


The SC treatment is acting as a fixed variable in the 
statistical model. As a fixed variable it represents all 
the treatments to which inferences can be made in the ex-— 
periment. . .. The studies are limited in claiming success 
to the particular treatment used in the study. They cannot 
claim success for the population called sentence-combining 
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- + +» « Replication is the solution to the problem of limited 
generalizability. (pp. 3-4) 


The second caution concerns the question of syntactic growth as 

measured by the words per T-unit type of index. In the studies 

discussed above, the experimental groups achieved significantly great- 

er increases on such indices than did the control groups. But as 

Hunt (1965) warned 
forced growth is not always firm growth. Perhaps older 
students' proficiency comes only as a result of years of 
psychological and experiential maturing. It may come only 
with the development of all thought processes. In that event, 
attempts to force the growth will be futile. . . . More than 
one child has been debilitated by excessive self-conscious-— 
ness. (p. 158) 

The question raised here is extremely important. If the syntactic 

increases resulting from sentence combining are artificial or forced, 

then the proponents of this technique have a major problem. 

Combs' (1975) results suggest that at least part of this growth 
is forced. His experimental group gained 2.1/7 words per T-unit during 
the experiment but quickly lost 0.66 words per T-unit (roughly one 
year's growth), as measured by a delayed post-test eight weeks later. 
Perhaps the same thing happened with Combs' seventh graders as Ney 
(1974) found with his fourth graders. Ney noted that conjoined 
adjectives were extremely rare in children's writing at this grade 
level. Nevertheless, he attempted to teach his class to join two 
sentences to form a third with coordinated adjectives. After two or 
more training sessions of one-half hour each the error rate was still 
over sixty percent. Yet after the same amount of time the error-rate 


for the "WH-be deletion" transformation was four percent. Ney also 


noted that although he could train his fourth graders to write 
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sentences using present participial phrases as noun modifiers, they 
did not use sentences with these in their free compositions. (Ney, 
1974, p. 167) He attributed his students' poor improvement on the 
coordinated adjectives to their being developmentally unready. Pos- 
sibly grade seven is too early to expect major growth and retention 
in free writing of the more complex sentence structures which Mellon, 
Combs, and O'Hare had their students practice. For example, Mellon 
(1967) concluded that grade seven was too early to try to enhance 
development in the use of logical conjunctions such as "if, although, 
ete se" 6 (p70) Forcing che student to practice some of these syntac- 
tic forms before he is developmentally ready appears to be a useless 
exercise if free composition is used as the measure. 

The post-test decrease in words per T-unit in the Combs' study 
may also have another explanation. It may have been due to the ces- 
sation of concerted practice in writing. Combs' groups completed only 
one major writing assignment in Language ree in the eight week delay 
period. The fact that his students had also ceased the sentence-— 
combining treatment, especially the rewriting involved, might easily 
have resulted in the "significant decrease". One composition in eight 
weeks would certainly put the grade seven student in an artificial 
situation. He would be ‘coming in cold’ to the delayed post-test. It 
is therefore questionable whether the procedure gave a fair indication 
of student syntactic ability. 

In his study with grade seven students, Pedersen (1977) found 
that his experimental group sustained the significant pre to post-test 


growth through to the delayed post-test eight weeks later. However, 
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Pedersen's experimental students wrote in journals each week as well 
as receiving "instruction and practice in the writing of developed 
paragraphs related to the content of the two novels" during the post- 
test to delayed post-test period. (p. 46) Despite these more positive 
results, the question of temporary, perhaps forced, growth requires 
further study. 

The question of whether the growth achieved through sentence- 
combining practice is artificial has not been explored since Mellon 
(1967) did transformation counts in his study. Hunt (1965) had 
already done his preliminary investigation into establishing mean 
frequency counts for the various syntactic structures used in elabo- 
rating language but Mellon counted only the larger structures such as 
subordinate clauses. Apart from Mellon's preliminary data, researchers 
in the sentence-combining area have neglected frequency counts in 
favor of the much simpler indices of words per T-unit, words per 
clause, and clauses per T-unit. However, this omission can lead to 
unjustified conclusions. Because there are two ways.to achieve T- 
unit lengthening in terms of these indices, words per T-unit should 
not be used alone to measure syntactic growth. For example, O'Hare's 
(1973) results show a mean increase of 6.12 words per T-unit in the 
experimental group's compositions. A simple arithmetical calculation 
reveals that sixty-five percent of this increase was due to additional 
use of subordination. But as Loban (1976) observed, dependent clauses 
are not always the most sophisticated strategy for subordinating 
elements of thought. In fact, Hunt's (1965) research shows that true 


development, in terms of superior adult writing, requires clause 
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growth rather than simple increased subordination. 
Superior adults show a 47 percent gain in sentence length 
over twelfth graders . . . only a 6 percent gain in the 
number of subordinate clauses ... but a whopping 36 
percent gain in clause length. (p. 57) 
From ne statement, it can be concluded that a sentence-combining 
program which increases the amount of subordination until 84 percent 
of the T-units contain a subordinate clause, as did O'Hare's experi- 
mental group, is artificially inflating the words per T-unit index 
of growth. In his 1975 study, Combs' experimental group subordination 
frequency is only 0.45 as measured by the delayed post-test. For 
Loban's (1976) grade twelves, the figure was 0.60, and for Hunt's 
(1965) grade twelves it was 0.68. Despite the fact that the Combs 
figure is low in terms of these grade twelve norms, fifty-one percent 
of the growth in words per T-unit which Combs' experimental group did 
achieve was due to increased subordination. The more pertinent index 
for measuring growth, in the light of this tendency of sentence- 
combining practice to result in a large increase in the number of 
clauses per T-unit, is words per clause. 

Loban (1976) found an average yearly increase of 0.26 words per 
clause between grades seven and twelve. The O'Hare study shows the 
most significant results for this index. The mean developmental in- 
crease for his experimental group using this index was 5.7 years. 
Combs' mean experimental group increase was 2.7 years but fell off to 
2.0 years by the delayed post-test. O'Hare's results are certainly 
the more impressive. But his design did not include a delayed test; 
therefore it is not known what effect a period of delay would have 


had on his results. What syntactic structures contributed to this 
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increased Biinuse length is also unknown as neither O'Hare nor Combs 
included frequency counts of the various within-clause structures. 
It. should be noted that the increase in words per clause found in both 
studies could be accounted for by the simple addition of one or two 
adjectives per clause. in researcher would be on pretty shaky footing 
if he equated this with the true syntactic development traced by Hunt 
and Loban. 

it is important then for researchers to determine whether the 
increases in words per T-unit and words per clause which result from 
a sentence-combining program are really forced and artificial growth 


or whether such a program fosters true syntactic development. 


Reading Comprehension and the Influence of Syntax 


A number of authors have concluded that syntax must have a major 
effect on reading comprehension but few researchers have been able to 
satisfactorily measure this influence. In a study entitled "Sentence 
Structure as a Factor Affecting Comprehension" Pavlak (1973), undertook 
a review of all "available, scientifically accurate studies conducted 
within the past twenty-four years." (p. 1) The strongest conclusion 
he could reach was this: "There is a relationship between children's 
knowledge of grammatical structure and their ability to comprehend in 
reading.'' (p. 180) The correlation between the two variables, however, 
was very low for each study he reviewed. 

Yet the rationale for suggesting the importance of syntax appears 


to be very sound. Gilliland (1972) demonstrates this importance with 


a very simple example. 
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It would be very convenient if we could work out the mean- 
ing of a sentence by adding up the meanings of the words 
considered separately. This is unfortunately not possible 
because the way in which words interact prevents us from 
doing this. Whereas, the sequence of words rarely affects 
a sentence in Latin for example, the linear sequence of 
words in patterns in English is extremely important. . . 
a "venetian blind" does not mean the same as a "blind 
Venetian" . .. . Our ability to extract meaning from the 
phrase is closely related to the grammatical structure 
underlying it. (p. 69) 
Despite the general difficulty in establishing syntax as a major 
variable affecting reading comprehension, as reported by Pavlak, a 
number of researchers have achieved some success. Stolurow and 
Newman (1959) carried out a factor analysis of readability elements 
using adults and found that ten of their twenty-three factors or 
‘variables accounted for 92.8 percent of the total variance. These 
were than rotated, and two major factors emerged: "relative 
difficulty of words" (thirty-four percent) and “relative sentence 
difficulty (twenty percent). (Stolurow and Newman, 1959, p. 245) 
Klare (1963) in his book The Measurement of Readability refers to a 
study by James Brinton and Wayne Danielson (1958). They found six 
of their twenty factors with correlations significantly different 
from zero. Two emerged as being more important. They were called a 
"Vocabulary factor" and a "sentence factor". (Klare, 1963, pp. 163- 
164) 
Thus, as Little (1972) concluded from his review of research, 
there is sufficient theoretical and empirical evidence upon which to 


base the claim that "the syntactic structure of written language has 


a major effect on the reading comprehension of that language" (p. 23). 
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Reading comprehension and syntax--descriptive studies. There 


are many studies dealing with the reading problems experienced by 
students in the elementary grades as a result of overly complex syn- 
tax. Albanese (1972) used a reading test with limited vocabulary 
which was designed to measure the effects of varying structural depth 
and structural organization on reading comprehension. Her subjects 
were grades three and five students. Shesfound that they had more 
trouble processing adverb and adjective clauses than adverb and adjec- 
tive phrases but that all four of these structures made comprehension 
more difficult. Bormuth, Manning, Carr, and Pearson (1970) found that 
ieee proportions of grade four students were “unable to demonstrate 
a comprehension of the most basic syntactic structures" (D.0 355 )2 
Rutland (1975) also used grade four students and tested them with 
cloze passages with controlled syntax. Although he was not concerned 
with "basic" syntactic structures, he did find that complex syntax 
posed reading difficulties for the students. His results showed that: 

1. A sentence written with a nominalization of an active 

verb was significantly harder than a sentence written with 

a detransformed active verb. 

2. The embedded clause structure was significantly more 

difficult than the right-branching clause structure. 

3. The relative clause was more difficult than an adjective. 


(pp. 97-107) 


Bormuth (1966) wrote: 


Unfortunately, many adults and children fail to understand 
what they read, not because the concepts are too difficult 
or because they lack basic reading skills, but simply because 
of the complexity of the language in which those concepts are 


presented. (p. 81) 


In his study, involving grades four through eight, he used cloze tests 


from twenty passages representing a variety of prose styles and 
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ranging in difficulty from about grade four to grade eight. He con- 
cluded that comprehension difficulty was undoubtedly caused by the 
language itself, but these linguistic features constituted only a part 
of the causal variables, "Semantic, organizational, and context vari- 
ables undoubtedly constitute other causes of difficulty", (Bormuth, 
1966, p. 128) 
Fagan (1971) hypothesized that the presence of a particular 
sentence structure could affect a child's reading comprehension of 
a particular passage. He used cloze tests of basal passages with 
grades four, five, and six students. In each passage, he inserted 
a simple transformation, an embedding, a conjoining, a deletion, or 
position shift transformation, His results indicated that 
e<e « deletion and embedding transforms pendita make 
sentences and passages difficult for children to read, 
It appears that pupils have difficulty processing the 
information of these structures and consequently experi- 
ence difficulty in understanding the sentences in which 
they appear (p. TVOAV) 3 
Fagan listed the most difficult structures: appositives, ‘ting? 
-nominalizations, genitive pronouns, common elements deletion, and 
negatives. He also found that sentence difficulty was more dependent 
on difficulty of transforms than was the difficulty of a passage, and 
he suggested that this was accounted for by passage redundancy. 
Breneman (1975) also used cloze tests as one of her instruments 
in assessing the relationship between linguistic awareness and reading 


comprehension with fourth, fifth, and eighth graders. She found 


that her "subjects! linguistic awareness" was positively related to 
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reading comprehension as measured by the MAT reading subtest. She 
also found that this relationship remained constant over grades four, 
six, and eight. Therefore, she concluded that "syntactical utiliza-— 
tion is probably fundamental to all stages of the reading process" 
(p.463). 

This conclusion is in line with Smith's (1969) findings in a 
study using cloze tests on passages written at grade four, eight, and 
twelve syntactic levels based on Hunt's (1965) norms. Smith conclu- 
ded that the level of syntactic complexity does affect comprehension. 
Grade eight students found fourth-grade passages harder to comprehend 
than those written on their own linguistic level. However, they 
found twelfth-grade passages too difficult to comprehend. Takahashi 
(1975) found a decreasing correlation between grade-six and grade- 
nine achievement on the Nelson Reading Test and her test of syntactic 
comprehension. She concluded that syntax plays a decreasing role in 
comprehension as the student matures. (p. 42) Taking her study and 
Smith's together, ore would conclude that syntax is an important fac-— 
tor in reading comprehension at least through the middle school years 
but that its role becomes less important in later years. However, 
most researchers agree with Carroll (1970), quoted in Takahashi (1975). 
Based on a study involving third, sixth, and ninth graders Carroll 


concluded that: 


Acquisition of lexico-grammatic meaning was a slow process, 
far from complete by the ninth grade. Each succeeding grade 
did better than the preceding one. (Takahashi, 1975, p. 28) 


This discussion of syntax and its effect on comprehension has 


concentrated on establishing that syntax does continue to affect 
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reading comprehension at least up to the senior high school level. 

Olson (1973) gave a plausible reason for the problems posed by com- 

plex syntax for the immature reader: 
We are coming to realize that although purely syntactic 
considerations in language acquisition are of great intrin- 
sic interest, changes in the semantic structure of language 
and in many underlying cognitive processes are necessarily 
related to syntactic development. One important mental 
ability needed by the competent language performer would 
have been taxed if I had read the previous sentence aloud 
to you. That sentence, both because of its length and its 
structural complexity, would have required that you store 
large segments of information in immediate memory in order 
for you to come up with its meaning--if in fact you could. 


(p. 145) 
This mnemonic skill needed for comprehending syntactically complex 
writing has been explored by a number of researchers working with 
subjects at the university level. Simison (1970) hypothesized that 
sentences which were left-branching (subject/noun phrase/complement) 
would be harder for undergraduates to process than right-branching 
(object/noun phrase/complement). She found this to be true and con- 
cluded that this was probably because the feuvedd as Olson later sug- 
gested, was required to hold a large part of the information in 


storage before he could process the complete sentence. (p. 59) 


Savin and Perchonock (1965) undertook a study to determine which 


kind of sentences took the most space in immediate memory. Their 
undergraduate subjects were given a sentence followed by a string of 
words. They were required to recall the sentence perfectly and then 
recall as many of the extra words as possible. The researchers 
theorized that the number of extra words recalled would indicate the 
amount of memory capacity remaining after the sentence had been en- 


coded. Their results confirmed the order of difficulty as follows: 
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emphatic passive, passive-negative question, passive question, nega- 
tive passive, emphatic, negative question, negative, passive, 
question, relativization, and kernel. The kernels, of course, were 
simplest. The authors concluded: 
Because of the nature of English grammar, grammatical 
complexity is partly confounded with the number of words 
in a sentence. It is clear, however, that length in words 
cannot by itself account for the present results. Neither 
the question transformation nor the emphatic lengthens any 
of the sentences in this experiment; yet both transforma- 
tions increase the difficulty of remembering sentences. 
(pp... 352) 
Despite the relative crudity of this method for measuring storage 
Space in immediate memory, it does suggest that more complex syntac— 
tic structures are harder to process and therefore harder to under— 
stand. 

Gough (1965) and Slobin's (1966) findings supported those of 
Savin and Perchonock. But like Letson (1958), they were also con-— 
cerned with the influence of complex syntactic structures on speed of 
comprehension. Slobin measured response times of subjects in estab- 
lishing the congruity or incongruity of syntactically complex state- 
ments and pictures. His subjects were kindergarten students, grades 
two, four, six and summer-school university students. He found that 
"the main effect of grammar was statistically significant at the .001 
level" (p. 223). He further concluded that his findings supported the 
notion that the syntactic complexity of sentences could be concretely 
reflected in decoding time while at the same time admitting that his 
measure was too crude for accurately measuring speed of comprehension. 


Gough (1965) also used response times. His subjects were introductory 


psychology students. The procedure was much the same as Slobin's. 
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He found that active sentences were confirmed significantly faster 
than passives; affirmative, faster than negative; and true, faster 
than false. But he also suggested that part of the reason for these 
findings might have been the frequency with which the various sen- 
tence patterns were encountered. He concluded that "the present 
results demonstrate that syntax is related to speed of understanding". 
Cpe 21)) 

Letson (1958) attempted to measure reading rate in accordance 
with the difficulty of the material. His subjects were college fresh- 
men. They were asked to read a selection (2500-3000 words in length), 
mark their place, and answer thirty multiple choice questions. Read- 
ing rate and comprehension scores were computed. He found that the 
correlation between rate and comprehension on easy material tended to 
be high, but that as the difficulty of the material increased, the 
coefficients decreased. 

It seems reasonable to conclude from this body of research that 
syntax is a definite factor in determining the comprehensibility of 
a passage and the speed with which the passage can be understood. 

The concern of the present study is the degree and speed of compre- 
hension. 

Hunt (1966) pointed out an interesting phenomenon relating to 
student ability to comprehend and write complex syntax. 

Students in the middle grades can read with 80 percent 
comprehension, sentences whose clauses are as long as 
those they will write only when they have become about 
four years older. They can read syntax that is about four 
years beyond what they can write. (p. 82) 


Power of comprehension scores should not suffer as much as speed of 


comprehension scores at the grade nine level when syntax of a passage 
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is made more difficult. By providing the student with written prac- 
tice in manipulating the more complex syntactic forms, he should 
achieve a certain facility or speed in processing these forms. Such 
practice should not only result in increased maturity in written syn- 
tax but also in speed of comprehension. Ney (1974) suggested this 
possibility when he wrote that growth in syntactic fluency was not 
due to 
- + . changes in the linguistic ability of students but to 
- - . changes in certain skills which students utilize in 
the writing process. These skills include 1) mnemonic 
skills, 2) sentence-processing (or reprocessing) skills, 
and 3) skills connected with the raising to conscious 


control of linguistic resources which are innate to the 
studenty (p.168).. 


Stotsky (1975) in a comprehensive review of the effects of sentence-— 
combining practice advocated that more studies be undertaken and gave 
the following rationale for using sentence combining as a means of 
improving reading comprehension: 
Inasmuch as reading, speaking, listening and writing are all 
language-based activities, one can assume an interrelation— 
ship among all the language arts. It is theoretically 


plausible to maintain that growth in one area should be re— 
flected to some extent in other areas. It is also plausible 


to maintain that the nature of these relationships may change 


as children move into higher stages of intellectual growth. 
As older students begin to think with and about complex 
language structures in their efforts to write coherently, 
it is conceivable that these efforts could contribute to, 
as well as flow from, their linguistic and intellectual 


development. (p. 66) 
Researchers have tried to improve comprehension by improving 
students' knowledge of syntax or grammar but have failed. Before 
reviewing the attempts fe improve comprehension through sentence-— 


combining practice, a review of these grammar-oriented studies is in 


order. 
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Improving comprehension by improving knowledge of syntax or 
grammar--experimental studies. Roy O'Donnell made the most concerted 


effort to improve reading comprehension by improving subjects’ 
knowledge of syntactical forms and their relationships. He began 
his series of studies in this area in 1961 with grade twelve students 
as his subjects and constructed his Test of Structural Relationships 
in English using nonsense words. He theorized that this test would 
enable him to control vocabulary and measure subjects" ability to 
recognize the various structural relationships of words in English 
sentences. After finding a correlation of 0.44 between these lin- 
guistics structure scores and Level scores on the Davis Reading Test 
(Form 2C), O'Donnell concluded: 
The correlation between awareness of structural relation— 
ships of words in sentences and ability in reading compre- 
hension as indicated in this study is not sufficiently high 
to give conclusive evidence in support of the teaching of 
linguistic structure as a major means of developing reading 
comprehension. (O'Donnell, 1961, p. 90) 
O'Donnell considered speed Batres "irrelevant". His decision not 
to examine the effect of increased knowledge of syntax on speed of 
comprehension may have resulted in loss of valuable information. It 
is difficult to see how he reached this conclusion. 

In 1974, O'Donnell and King carried out a study with seventh 
graders who were reading below grade level to see if students’ read— 
ing comprehension could be improved by increasing their deep struc- 
ture recovery skills. Students were given practice in de-composing 
complex syntactic structures into their constituent kernels and re- 


combining them in paraphrase form. At the end of the project, cor- 


relations of 0.59 and 0.69 were obtained between Simons' Deep 
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Structure Recovery Test and cloze test scores, and between the DSRT 
_and the California Test of Basic Skills Reading Comprehension scores. 
But the gain from pre-test to post-test was very slight and "could 
not be attributed to the influence of the instructional materials" 
(p. 337). The researchers did conclude, however, that the results 
“seemed to indicate a strong positive relationship between reading 
comprehension and certain aspects of sentence structure" (O'Donnell, 
1976, p. 3) They attributed the small gains to poor morale and lack 
of readiness to profit from the program. 

In 1975, O'Donnell and King undertook a second study involving 
grade nine students "to explore the possibility of increasing sensiti- 
vity to syntactic structure by direct instruction" (p. 258). They 
provided a twenty-four page module of programmed exercises dealing 
with basic sentence patterns, parts of speech, subordinated sentences, 
sentence analysis and synthesis. They used O'Donnell's Perception 
of Alternate Structures Test which used nonsense vocabulary but 
English inflections and function words (e.g. The birtle scared the 
ilbid). After four weeks of instruction, their grade nine subjects 
scored as high as tenth graders. They found a correlation of 0.41 
between the PAST and reading comprehension scores. (O'Donnell, 1976, 
p- 3) O'Donnell noted that this correlation was nearly the same as 
for his earlier test. He then developed the Agnate Sentence Test 
using conventional English vocabulary. "It was designed to measure 
ability to perceive similarity of meaning of sentences that were 
structurally different." (O'Donnell, 1976, p. 3) He found a corre- 


lation of 0.65 between eighth graders’ scores on this test and 
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reading scores, nearly the same as for the DSRT (which also used 
conventional vocabulary). O'Donnell (1976) concluded from this series 
of studies that: 


The good reader does have to sense the relationship of a 
word to other words in a sentence. But I do not think the 
structural cues are frequently sufficient for the recovery 
of meaning; when they are not, we fall back on syntactic 
cues. Thus, ability to sense relationships of words is 
essential, but the function of syntactic cues is that of 
supporting and/or clarifying cues of semantic structure. 
Thus it is to be expected that measures of sensitivity to 
Syntactic cues, while correlating positively with measures 
of reading comprehension, would correlate less highly than 
semantic knowledge with such measures. (p. 7) 


O'Donnell's findings were quite inconclusive. It is easy to see 
why an increased knowledge of grammar would not necessarily improve 
reading comprehension. However, his results did suggest that improve- 
ment in student facility in using various syntactic forms can result 
in improved reading comprehension. As Latham (1973) commented, 


Being a native speaker of a language means possessing the 
knowledge that certain words group together and that these 
groups can inter-relate in a variety of ways, and thus, 
produce specific underlying meanings. It does not involve 
why certain words can be integrated into groups or why 
particular relationships can obtain between such groups so 
that certain meanings are generated. . .. It is clear then, 
that to achieve the comprehension of the sentences of written 
language, the accomplished adult reader will possess facility 
in synthesizing individual words to form the grammatical 

word groups used in the production plan for the sentence. 

Cp. 2 3) 


It is with Latham's last point in mind that the literature highlight- 


ing the relationship between the two language arts of reading and 


writing is reviewed here. 
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Reading Comprehension and Written Syntactic Ability: The Relationship 
In his longtitudinal study, Loban (1963, 1966, 1967) found the 


same results over and over again: students who read well also wrote 
well. In his 1976 profile of kindergarten to grade twelve language 
development he concluded that "In measure after measure, the subjects 
whose language power (written and oral) impressed numerous teachers 
are the ones who show empirically .. . higher scores on tests of 
reading ability."' (p. 80) In the light of these findings, the 
following two sections of this review of the literature will look at 
the descriptive studies which confirm Loban's findings about the re- 
lationship between reading comprehension and written syntax, and the 
experimental studies using sentence-combining which attempted to 
improve reading comprehension while improving written syntactic abil- 


Te: 


The relationship between reading comprehension and syntax— 
descriptive studies. In her 19/5 study with seventh graders, Mildred 


Kuntz made two comments which provide important insight into the re- 

lationship between a person's ability to comprehend language using 

certain syntactic forms and his ability to write these same forms: 
Reading achievement and written syntactic attainment are 
not mutually exclusive. Rather, it could be said that they 
thrive in a symbiotic relationship which is mutually bene- 
ficial. They share common elements, and it is suggested 
that one of these elements is a knowledge of language— 
how it works and how it is used. (p. 137) 


Earlier in the same work she had noted that: 
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An examination of the reader's understanding and management 
of sentence elements should provide valuable insights into 
the language that the reader brings to reading ... . One 
must be careful not to confuse reading comprehension with 

a mastery of sentence structure; however, the ability to 
utilize syntactic understandings may be considered as an 
antecedent to comprehension. Since the sentence is regarded 
by linguists as the basic unit of language (Lefevre, 1964, 


p. Vil), it would seem that an understanding of the structure 


and patterns of language as expressed through the sentence 
is such an advantage to the reader that this knowledge 
constitutes a preorganizing, as it were, of the materials 
to be ‘réad.. (Kuntz, 1975; p.3) 


In her study, she used the Gates McGinitie Reading Test, Survey E to 
Measure reading skills and the Sentence Construction Test to measure 
syntactic ability. This test provides the student with an example 
of the kind of construction he is to use and has him transform sen- 
tences into new sentences using these constructions. Based on a 
sample of ninety-six grade seven students she found correlations of 
0.68 and 0.81 between total syntactic attainment and total reading 
achievement for two different schools. These correlations were 
significant at the .001 level. She concluded that “the knowledge of 
syntax that the students acquire through direct instruction or from 
transfer in other language areas is a valuable skill in efficient 
reading "' (p. 134). In view of the fact that syntax is only one 
factor affecting reading comprehension, it is somewhat surprising 
to find correlations as high as 0.81. 

Perron (1976), working with fifty-one fifth grade students, 
used samples of their free writing and calculated correlations be- 
tween their words per T-unit and words per clause indices and their 


reading comprehension scores on the Gates-McGinitie Reading Tests. 


He found smaller correlations than Kuntz, 0.33 between reading 
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comprehension and words per T-unit, and 0.42 between reading compre- 
hension and words per clause. Perhaps the two indices which he used 
were not sufficiently sensitive to true syntactic ability. Kuntz's 
Sentence Construction Test measured the ability of a student to pro- 
duce a variety of syntactic forms, whereas the words per T-unit index 
used by Perron does not measure the same skill. This insensitivity 
may account for the wide difference in correlation coefficients. 
Smith (1969) and Siedow (1973) controlled for content in writing 
by using O'Donnell's "Aluminum" passage, and Smith's "Bees" passage. 
Siedow also used her own "Ant" passage. Both authors used cloze ver- 
sions of these passages, written on syntactic levels which were based 
on Hunt's (1970) findings, as comprehension tests. Smith's (1969) 
study was carried out with ninety students in each grade from four to 
twelve. In general, he found that students read best the material 
written at or near their own level of syntactic complexity. He con- 
cluded that the level of syntactic complexity of material to be read 
did affect comprehension and that the effect was particularly notice- 
able at the lower grade levels. Students in grades eight to twelve 
read eighth grade material better than anything harder. They also 
found materials written on the ‘easier’ syntactic level, grade four, 
harder to comprehend than grade eight level materials. Siedow (1973) 
found that the clause length variable in a subject's writing was 
significantly related to comprehension. However, she failed to find 
consistent significant positive correlations between syntactic abil- 


ity and reading comprehension. 


Evanechko, Ollila, and Armstrong (1974) took Smith and Siedow's 
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research a step further. They studied the free writing of grade six 
students and analyzed it according to the Botel and Granowsky Formula. 


They measured reading achievement with the Bond-Balow-Hoyt New 


Developmental Reading Test (Intermediate Level). The number of T-units 


and two-count structures were the best predictors on all pretests of 
reading achievement. Sentence patterns SVIO and SVO complement were 
the other two structures which contributed significantly to reading 

achievement. The researchers wrote: 


Of the four significant predictors of reading achievement, 
two were consistently first in the regression equation. 

These two were the number of T-units and Two-Count Structures. 
The former is essentially a measure of the fluency of ex- 
pression in language in that it is an index of the number 

of ideas expressed and as such is a more accurate measure 

of language output than the sentence, which is more difficult 
of definition. The latter, Two-Count Structures (passives, 
paired constructions; dependent clauses; comparatives; parti- 
ciples; infinitives as subjects, appositives and conjunctive 
adverbs), is essentially a measure of the flexibility or 
complexity and sophistication of expressions in language in 
that it focuses upon means used to elaborate utterances and 
provides for variety in expression. Also, it appears that 
these same two language competencies, fluency and control 

of syntactic complexity, underly all measured reading 
behaviors. (p. 324) 


If fluency and control of syntactic complexity are the key 
language competencies underlying reading achievement, then 
building these two competencies may well improve reading 
performance. (p. 325) 

Before concluding this section of the literature review it should 
be mentioned that not all such descriptive studies support the reading 
skill/writing skill relationship claims. Evans (1979) also attempted 
to investigate the relationship between reading comprehension and the 
production of written syntactic structures. (p..129) His studies 


involved three groups of fifty students each in eighth and twelfth 


grade and senior level university. He had students do a rewrite 
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exercise similar to O'Donnell's "Aluminum" passage, using the "Bees" 
passage which was developed by Smith (1971). This instrument was 
used to provide three indices of syntactic ability: 1) T-unit length; 
2) a subordination index; and 3) a nominalization index C"the mean 
number of noun clauses and phrases per sentence"). (Evans, 1979, Dp. 
130) Reading comprehension was measured by cloze tests made from nine 
prose passages, three in each of the expository, narrative, and des— 
criptive modes. Evans' results were unexpected, and contradicted 
much research carried out previously. He found "a significant in- 
verse relationship between the three criteria for written syntax and 
the composite cloze scores" (p. 132). In short, as the cloze score 
Means increased, the writing indices scores decreased. The cloze 
means showed an overall decline across grades. In fact, “eighth 
graders performed better on all the passages than college seniors 
did" (p. 133). Evans was hard pressed to explain these results. He 
simply concluded with the statement that "there is evidently a need 
for further investigation of the relationships addressed here" 

(oe 135): 

Due to the large number of such studies devoted to studying the 
relationship between reading comprehension and written syntactic 
skill, reviewing them all is virtually impossible. Representative 
pieces have been included to provide insights into the procedures and 
results to which such studies often give rise. 

Although, as Kuntz (1975) noted, reading and writing are not 
unitary skills, and therefore a mastery of syntax is not enough to 


ensure good writing and reading results (p. 4), the student needs a 


iF : : ¥5 D o i 


“al ed inka re Ne 
ene apteinirenoch abit pres “ 
Ainsed rit Ci hy eee - canoe 
paoe agit" S telead dak nen htemtaeth od 

= gOVOb senive) wf er ee Hy 
sacar WIR ators ud bs taka aia Wi 
oh baa (avtae tes keep ab ty ; 

te. LOR SINGS Lygne, bitoehwe acre 
i? orem Tyete a" “eet ek 


5 I) “ % A 
Latieye nepliaw sk ad aad aie ey oe 


17% 3 Vd ? ast3 os 
1 ei) VAISS £ PO Ei oiee 
é i ‘ r ” a 
ee 32.0 3)" OM ei 7 


os duskine unio. ~oyee al 


ieee 
‘iaiwes goed its callye sean 


2 


wre » vidiaieny i son case a | 

“ero Bae ne Tinh aincaalenae i Gok Bay 

fP- gotybuse or bn saa vex latory iothe ba ‘sta ae wns 46) 7 
age 

ieee nated Son oil - gaged nected: or 

i te are ait dba xorys bo et Dally oh hie wid). genet ile 


loge aewrttalaes TE sil Dy Star anglers canons oF) aig os 


02 jeans Sum 4s stave Ho “ere inant iv saodoxeds i i ‘ 


= 


wbphn tae hetes: ot 5 CA <q) asl yess siahags sia seiates Sons ema 


f 
4 : in : 1 ‘ 


4 


63 


facility with basic sentence patterns in all their variety. (p. 5) 
This syntactic skill is fundamental to successful writing and to good 
comprehension. A number of researchers have attempted to improve 
reading comprehension by improving the written syntax of students. 
Some have used sentence-combining programs to produce this improve- 
ment in writing and reading skills. These studies will be reviewed 


here. 


Improving reading comprehension by improving written syntax—— 


experimental studies. Sandra Stotsky (1975) in her comprehensive 
review of studies using sentence-combining techniques wrote: 


Theoretical justification for explicit syntactic manipula- 
tion in writing as a means of improving reading comprehen- 
sion may derive from the possibility that such exercises 
clarify both the meaning and use of complex structures for 
children. Complex structural block-building exercises, so 
to speak, may help students better understand syntactic 
relationships within the sentence. They may also develop 
the capacity for synthesizing a larger number of elements 
Within a "total ddea*. ps 32) 


It is reasonable to assume that the child who understands 
how to compose a highly complex sentence also understands 
that sentence. (p. 59) 


Inasmuch as reading, speaking, listening, and writing are 
all language-based activities, one can assume an interrela-— 
tionship among all the language arts. It is theoretically 
plausible to maintain that growth in one area should be 
reflected to some extent in other areas. (p. 66) 
All of these points seem eminently reasonable. Researchers who 
attempted to improve reading through syntactic manipulation in writ- 
ing all based their research on some version of these principles. 
Fisher (1973) worked with students in grades five, seven, and 


nine. His experimental and control groups in each grade were rela- 


tively small with an average of sixteen per class. The sentence-— 
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combining treatment was given while the control aoe took reading 
instruction for five weeks, Writing skill was. measured by O'Donnell's 
"Aluminum" passage and a self-made "Cotton" passage. Reading compre-— 
hension was measured by the Stanford Paragraph Meaning Test and by 
three cloze tests written at grade four, eight, and twelve syntactic 
levels (Hunt, 1970) and on ninth and tenth grade vocabulary levels 
according to the Dale-Chall formula. Those tests were administered 
at pre-test and post-test occasions. Fisher found that 

the sentence-combining practice did enable the experimental 


groups to read the Stanford Paragraph Meaning Test and the 
fourth grade syntactic maturity cloze reading test better 


than the control groups (sig. at 0.014), but the practice 
did not enable the experimental groups to read the eighth 
and twelfth grade syntactic maturity cloze tests better than 
the control groups ... . therefore one cannot conclude 
that in its present form the sentence-combining course would 
enable students to read better after taking the course. 


(po. 85) 
The correlation between words per T-unit on the post-tests and the 
Stanford Paragraph Meaning Test scores was 0.13. Such results, in 
light of the built-in bias due to the sentence-combining format of 
the writing test are probably not valid. 

Shockley (1974) also investigated the effects of training in 
syntax on reading comprehension. She selected forty-six grade seven 
students of average intelligence who were experiencing comprehension 
problems and who scored one year or more below level. Her treatment 
was somewhat different from regular sentence-combining programs, 
Whereas Fisher's program was based on the manipulation of sentences 
individually, Shockley's sentence-combining program involved the 
re-writing of passages on a modified kernel level. Subjects rewrote 


the original surface structure representation of selected fables. To 
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test the effectiveness of her program, she used the Metropolitan 
Achievement Test for reading and the Shockley Syntactic Structures 
Test for measuring syntactic changes in writing. The latter test 

used a multiple-choice format employing answers involving various 
transformations. The student had to select the sentence with the 

same meaning as the key sentences. A pilot study using ten subjects 
yielded a reliability for the SSST of 0.80. Shockley found no signif— 
icant difference between pre- and post-test scores on her SSST. (pp. 
56-7) She found a significant difference (.05) between pre- and post- 
test comprehension scores on the MAT for both experimental and control 
groups. She suggested that the positive attitude toward reading re— 
sulting from work with the fables could have resulted in the success 
of both groups on the post-tests. She also hypothesized that her 
expectation of transfer from implicit usage of transformations in 
context (fables) to an explicit usage of transforms in isolation may 
have been ill-founded. (p. 57) Her explanations may well be correct. 
However, Shockley's study shed little light on whether reading compre— 
hension could be improved hy practice in sentence combining. 

The two previous studies were only concerned with power of 
comprehension and not speed of comprehension. Hughes (1975) hypothe- 
sized that sentence-combining practice 

should speed up the visual process by increasing student's 
familiarity with the phrases and clauses resulting from the 
embedding process . . . . Therefore experimental students, 
practicing sentence-combining, should show an increase in- 
reading speed, as compared to control students. (p. 17) 


She studied twelve experimental and twelve control subjects in grade 


seven. The experimental subjects were given an average of thirty-one 
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hours of sentence-combining practice with adjective clauses and their 
reductions over an eleven week span. She used the Gates—McGinitie 
Reading Tests, Survey E to measure reading comprehension and speed 
and O'Donnell's "Aluminum" passage on both pre— and post-test 
occasions to measure syntactic ability. Hughes concluded that 
there appears to be an extremely close link between a stu- 
dent's reading level and that same student's syntactic 
maturity level based on measures developed by Hunt and 
O'Donnell Ji.e. the "Aluminum" passage]. (p. 53) 
She also suggested that "although the Gates-McGinitie tests are wide- 
ly used for measuring reading ability, the speed and accuracy section 
used to measure these qualities in this study seemed not to be par- 
ticularly valid" (p. 58). More will be said on this point later. 
Hughes did not control for syntax or content in her reading tests. 
She administered a different form at each testing period, thus con-— 
founding her results. Hughes wrote in her "Implications" section, 
however, that 


the close correlations found in this study between the 


reading level of students and their syntactic maturity levels 


on the “Aluminum instrument suggests the need for a study 
using a large population and examining all the measures of 
Syntactic growth as identified by Hunt (1970). (Hughes, 1975, 


Die (OU) 


Combs' results were also published in 1975. He replicated 
O'Hare's (1973) sentence-combining treatment as closely as possible 
but limited it to ten weeks rather than eight months. The treatment 
involved twenty-five hours of sentence-combining work, nearly the 
same as O'Hare's. Like Hughes (1975), Combs used the Gates-—McGinitie 


Reading Test to measure reading comprehension and speed. Unlike 


hughes, he used pre— and post-test compositions to measure syntactic 
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ability instead of the "Aluminum" passage. Although he also measured 
syntactic ability with a delayed post-test, he did not measure reading 
comprehension skill on that occasion. In view of the dramatic decline 
on writing scores which he found, this oversight is regrettable. 

Combs did control for syntax and content in the reading test by 
assigning one-half the subjects to each form at pre-test and post- 
test. His results showed the significant change on the Gates-— 
McGinitie Comprehension subtest to be negative. Combs suggested that 
this indicated the test was probably not sensitive to the effect the 
‘treatment had on students receiving the sentence-combining practice. 
(p. 80) He also found that the experimentals and controls gained 
significantly on the Gates-McGinitie Rate subtest indicating that the 
syntactic practice had no differential effect on the students’ read-— 
ing ability as measured by this test. 

Smart and Ollila (1978) also carried out a similar study using 
the Gates-McGinitie Reading Test, Survey E and sentence-combining 
problems based on O'Hare's format. The results for their grade sevens 
showed non-significant differences between experimental and control 
group scores in both reading and writing. However, both groups showed 
significant pre-test to post-test reading gains. The fact that dif- 
ferent forms of the reading test were used for each occasion suggests 
that these significant gains registered by both groups may have been 
due to some factor other than maturation. In light of the fact that 
reviews of this test have questioned the validity of the speed section, 


one wonders why it was ever used. For example, Jason Millman in 


Reading Tests and Reviews edited by Oscar K. Buros (1975) writes: 


x7 


harcehit outs eh gute 


sda seer aah! hE ait ete 
enttakt sively wit Be. ih a, 


bids dia ea isha oa 
“teed, Bits <esci rte in io al 


tags bapestave sag ° eat Je@Sr, ad : 
ody 9eelids sia (od eit , ——— noe 
eskungeigq srilbaitieia-giann! ash en 


; ee 
heniag eLeraaes Bris ete seth oe . 


act ety gotnaoathadt teed idee aan rake 


ig eo 


beg asy Visa bend tid > 
a +7 : . & aA ain : 
on Ve a: hile 
anlouv2irty Teiebess! es beaten, Aa 
ntol doy eu tiederee Sah ae Cong 
os ; 


Ap ' he ie 
+ i 


paves “how reer) wee iy 4 facet =e" ie 


, 


<p ty eet $s ar a 


tasted ‘asi aN eget io A yd “berstaiged Sele 
Shelia ven ait? 0 pdyeh aT .n6Lawet Jem dni ae sto 


ke 


phattoye Bsoge <lt 36 warthiny. aly ‘lisna pi TAS 7 


a ‘ok gemi iy geval. ,siewses toll chgen ate dev s st, 


tama ik Sf) oe at ped FE 99 vd isch 


- 3 a 


68 


The Speed and Accuracy sub-tests consist of thirty-six very 
short passages with the last word of the passage to be 
selected from among four options. The speed score is the 
number of passages completed; the accuracy score is the 
number of passages completed correctly. . .the directions 
for administration and the shortness of the test (four 
minutes) have undoubtedly lessened its reliability. The 
directions do not make clear what it takes to do well on the 
test, nor do they give the student a running start. Further, 
four minutes is just too short a time in which to assess 
reading speed and accuracy. (p. 64-5) 


And Farr (1969) noted in his book, Reading: What Can Be Measured? 
Certainly the independent measurement of rate and comprehen- 
sion may have diagnostic value, but the measurement of the 
speed at which a reader comprehends a reading selection also 
has value . .. . The teacher does not have to know that a 
reader can pass over words at 300, 800, or 1200 words per 
minute; what he needs to know is how long it takes the 
reader to comprehend the material for a given purpose. (p. 66) 

And as Lennon (1962) commented, 

Our problems in the measurement of rate stem from the fact 
that we are never really concerned with pure speed, that is, 
with just the rapidity with which the subject can move over 
a given number of words or lines of written material. Rate 
is only meaningful as it defines the rapidity with which the 
reader covers the material at a particular level of compre- 
hension. (p. 335) 

Keeping these comments in mind, it is reasonable to suggest that the 

Gates-McGinitie Reading Test is not the most appropriate test to use 

in studying the effect of sentence combining on reading comprehension 

level and speed. These were the skills that the researchers (Hughes, 

1975; Combs, 1975) expected the students to improve, but deficiencies 

in their reading test itself may have forced both researchers to con- 

clude that reading rate was not differentially affected. (Combs, 1975, 

p.- 86) And, as has been argued earlier, sentence-combining practice 


at the grade seven level, based on O'Hare's materials, is more likely 


to increase speed of comprehension than it is to increase level of 
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comprehension. It is difficult to believe that the tuajority of 
grade seven students, given a non-hurried reading situation, could 
not comprehend the sentences which the Mellon, O'Hare, and Combs’ 
students practiced. It is reasonable to suggest that junior high 
school students already understand (level of comprehension) O'Hare's 
sentence-combining structures, and any increase in reading skill 
would be in the area of acquired fluency and facility in understand-— 
ing sentences using these structures (speed of comprehension). There- 
fore, future studies in this area at the junior high level should use 
reading tests which are designed to measure speed of comprehension. 
Straw (1979) supplied additional information on the possible 
effect of sentence-combining practice on reading comprehension. His 
excellent review of the literature provides some interesting insights 
and raises some important questions. In noting the attempts by re- 
searchers to measure only the syntactic component of reading compre- 
hension while ignoring the "graphophonic and semantic cue systems" 
as outlined by Goodman (1973), Straw observed: 
Measures of reading comprehension used in studies of the 
effect of sentence combining should not be measures that 
assess only a student's syntactic competence in reading 
because, if that is all we measure, we cannot claim that 
sentence-combining instruction has an effect on reading 
comprehension as a whole, but only on the syntactic aspect 
of reading comprehension. By the same token, we should not 
employ measures that only measure the semantic aspect of 
reading comprehension with the syntactic element parcelled 
out, for the same reason. (p. 44) 
He went on to criticize research in which the Gates-McGinitie Readin 
Test was used because the comprehension subtest "measures the semantic 


component of reading comprehension almost totally and does not attempt 


to measure the syntactic component" (p. 45). Straw questioned whether 
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the cloze tests used by Fisher (1973) and Hughes (1975) were too 
difficult either syntactically or semantically and therefore provided 
little insight into the effect of sentence-—combining practice on 
reading comprehension. He concluded that "the 'best' test of reading 
comprehension has yet to be developed" (p. 48). 

Warren Combs (1979) contributed to the same volume and also 
discussed the effect of sentence combining on reading comprehension 
scores. He concluded his review in a manner similar to Straw. 


As a group, the empirical explorations of the fit of SC 
practice and reading comprehension remain ambiguous at best. 
Standardized measures consistently uncover non-significant 

or negative differences between experimental and control 
groups. The results of cloze tests are varied. And the 
results of special-made measures are largely positive. These 
results do not allow substantive conclusions; quite Yightly, 
the conclusions advanced by most researchers are tentative. 
tpo355) 


Combs (1979) went on to suggest a logical explanation for some of 
these results: 


Since reading competence precedes writing competence in 
syntactic complexity (Smith, 1974), one is aware that SC 
exercises employed in the above studies have by and large, 
given students practice with structures less mature than 
those needed to encourage gains in reading comprehension. 
This may mean that gains in reading comprehension may be 
limited to students with less syntactically mature reading 
skill. But whatever the case, the SC treatments and reading 
measures need to contain passages of greater syntactic 
complexity. (Cp. 55) 


Researchers are also well advised to control as many as possible 
of the variables outlined by Rutland (1975), who observed that 


while many studies exist which have attempted to determine 
the relative difficulty of different syntactic structures, 
almost all of the studies suffer from one or more of the 
following problems: either the meaning of sentences was 
not held constant as the syntax changed, thus confounding 
syntactic difficulty with semantic difficulty;:or the 
syntactic changes were studied in passages in which many 
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difficult transformations existed, thus confounding the 
effect of one syntactic change alone; or the syntactic 
changes were studied in sentences in isolation thus re-— 
ducing the generalizability of relative syntactic difficulty 
to longer prose passages. (p. IV) 
While the present study was not concerned with determining the 
"relative difficulty’ of the different syntactic structures, never- 
theless, it attempted to determine the effect of syntactic manipula- 
tion practice on reading comprehension and speed. Therefore, an 
attempt was made in the design of the study to control for the effect 
of Syntactic and semantic variation. The study was limited to study-— 
ing the effect of sentence-combining practice on reading comprehension 
level and speed as defined by Davis (1962) and as it relates to prose 
passages. It attempted to shed further light on the effects of sen- 


tence-combining practice on these two necessarily related reading 


Skills. 


Conclusions From the Review of Literature 


Writing and syntactic development. Im an article published in 


1977, Kellogg Hunt summarized his findings as they related to syn- 


tactic development in writing: 


On the basis of my studies of free writing in the sixties, 

I made two broad claims. One was that as schoolchildren 

get older, the T-units they write tend to get longer, 
measuring length as the mean number of words per T-unit. 
This claim might be called the T-unit length hypothesis 

. . . . So many researchers have found that their evidence 
tended to confirm the claim that I suppose it is now 
accepted by all persons who know about such matters. (p. 93- 
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A second broad claim which came from my study of free writing 
in the sixties is that as schoolchildren get older they tend 
to consolidate into their T-units a larger and larger number 
of what transformational grammarians call S-constituents,. 
Roughly speaking an S-constituent is the abstract structure 
that underlies the simplest of sentences—-what used to be 
calied kernel sentences, .. .My claim was that as school- 
children grow older, they consolidate a larger and larger 
number of such S-constituents into their actual T-units. 

We might call this the number of consolidations hypothesis. 
(p. 9) 
Thus, all the structures listed in Tables 1 and 2 (pp. 18 and 19) 
contribute to T-unit length because any time a structure less than 
a T-unit is added, in effect the length of the T-unit to which you 
add them is increased. Loban (1976) confirmed Hunt's findings. 
But research has not only provided the English teaching profession 
with normative data about these structures, it has also suggested a 
means for aiding the student in acquiring more mature syntax at an 
earlier age. Mellon (1967), O'Hare (1973), Combs (1975) and 
Pedersen (1977) have all shown significant experimental group increases 
on certain indices of syntactic maturity following sentence—combining 
practice (See Table 3, p. 39). What remains to be demonstrated is 
whether this increase is true syntactic growth as outlined by Hunt 


and Loban or some kind of artificial growth, and whether it is per- 


manent or forced growth which quickly dissipates. 


Reading comprehension and the influence of syntax. Numerous 


researchers have attempted to calculate the degree of relationship- 
between syntactic complexity and reading comprehension difficulty. 
The present review of literature has demonstrated that syntax does 


indeed affect comprehension right up to university level. Although 
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many of the measuring instruments have been relatively crude, they 
demonstrate that syntax is a variable in reading comprehension. While 
attempts to improve reading comprehension by simply improving aware- 
ness of syntactic structures have been relative failures, O'Donnell's 
(1976b) results do suggest that improving student facility with 


various syntactic forms could improve comprehension. 


Reading ability and writing ability: the relationship. Research— 


ers have found correlations between reading ability and writing abil-— 
fey prom, 0.13- (Fisher, -1973) to 0.81 (untz, 1975). The crudity of 
measuring instruments may be responsible for most of the variation in 
these correlations. However, based on the longitudinal study by 
Loban (1976) it is indeed reasonable to conclude that the relation— 
ship between reading and writing is "so striking as to be beyond 
question" (Loban, 1976, p. 82). 

A number of attempts have also been made to improve reading 
comprehension while improving a subject's written syntax. Because of 
the high degree of interrelationship among the language arts, this 
appears to be a logical undertaking. But again, due partly to the 
problems encountered in attempting to measure growth in the two arts, 
the results of such efforts have been inconclusive. More refined 


research is needed in this area. 
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CHAPTER IIL 
DESIGN OF THE STUDY 


Overview | 

The present study was designed to measure the effect of O'Hare's 
(1975) sentence-combining program, Sentencecraft, on the writing and 
reading comprehension skills of a group of grade nine students. The 
treatment lasted for nine weeks and was followed by an eight-week 
delay period during which no sentence combining was practiced, to test 
for any decline in attained increases, such as was found by Combs 
(1975). Writing ability was measured on six different occasions: 
pre-test, three occasions during the treatment, post-test, and delayed 
post-test. All six essays were written in the argumentative mode. 
Reading ability was measured by a standardized reading test on pre- 
test, post-test, and delayed post-test occasions. 

The study used a true experimental design which was derived from 
Campbell and Stanley's (1963) "“Pretest-Post-test Control Group peste o: 
(p. 13) The present study additionally employed a delayed post-test 
and more frequent repeated measures on the writing variables. Two 
sets of variables were measured in the present study: reading 


comprehension and written syntax. The design for the writing variables 


was as follows: 
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Reese oe 0, 0, 0, 0, 0. O¢ 
roup 
eanerol Treatment Period Delay Period 

0 
Group j 0, Og %0 1 O15 
Reading variables were measured on occasions 0, ; 0, Siand 06 for 
experimental groups and 0, ; On and 049 for the control groups. In 
the diagram above, 0, O35 0, and Og» 09 » and 950 were the testing 


occasions for writing, which occurred at intervals during the treat- 


Inent. 


Sample 


The experiment was carried out from mid-February to mid-June, 
19/8. Six grade nine classes in Spruce Grove Composite High School, 
Spruce Grove, Alberta were used for this study. (See Appendix A) 

This school is the only high school in a town of 7,000 people, ten 
miles from the city of Edmonton, Alberta, Canada. According to the 
administration, the school population (grades 9-12) is drawn from a 
cross-section of the socioeconomic spectrum ranging from professionals 
to laborers. Many of the people commute to jobs in Edmonton. About 
seventy percent of the school population lives in the town and thirty 
percent are from the surrounding rural area. The school population 
was approximately 740. Five chinaneieaniene applied in determining the 
acceptability of the sample, and all were met. 

1. The school population must not be atypical socio-economically. 


2. The school must be on a full-year schedule rather than on a 
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semester system in order that the total grade nine 
population be involved. 

3. Each teacher must teach one experimental and one control 
class. 

4. The experimental and control classes must be deemed roughly 
comparable in ability by the classroom teachers, the school 
administration, and the researcher. 

5. There must be no special, concurrent programs in reading or 
sentence-structure practice conducted in these classes for 
the duration of the experiment. 

Two of the grade nine classes in the school were not included in the 
study because they were taught by different teachers. These two 
classes were used in the pilot study. (See Appendix B.) Students 
from the six remaining grade nine classes which were acceptable for 
inclusion in the experiment were streamed for Language Arts on the 
basis of student scores on a school-wide, staff-constructed, mid-term 
English exam. The students were divided into two classes each of high, 
middle, and low ability. No systematic bias in assignment to classes 
within the three levels was introduced. One teacher taught both 
classes at each of three levels. Classes at each level were randomly 
assigned to be in the experimental or control group. Eleven students 
were lost due to experimental mortality. Six students were from the 
low-ability group. Various circumstances led to the losses ranging 


from one student taking a trip to Europe to five students dropping 


out of school to take up jobs. 
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The Treatment 
The treatment variable in the proposed experiment was the 
sentence-combining program constructed by Frank O'Hare, entitled 

Sentencecraft. This program, based on the exercises used in O'Hare's 

original study, uses a workbook format which gives the student prac-— 

tice in combining kernel sentences into more complex and mature syn- 
tactic forms. More specifically the experimental students received 
practice in manipulating a number of syntactic constituents as indica- 
ted by the following chapter descriptions and examples: 

1. The use of free modifiers (Fred dashed into the room, lunged at 
Knuckles, and missed, falling in a heap in the corner.) 

2. ‘The use of adverb phrases (when, where, how) (When playing 
hockey, he doesn't hear the fans.) 

3. Noun clauses (the fact that, that) (The fact that I haven't called 
you doesn't mean L've been busy.) 

eo OTesinversion (it ">.>. that) WLC as true that he worldMis nearly 
round). 

5. Subordinate clauses (who, what, where, when, why, how) (1 never 
understood what made him so popular.) 

6 *toliversiton. (it. . . who, it... -. what, it where, it: 293% 
when, it . 2 how, it .. . why) (Zé@ dsn't clear how the does that 
Crrek.”) 

J. WH & Infinitive as object (when to, what to, who to, whom to, - 
how to) (She didn't know when to change gears.) 


8, Ing-Nominalization ('s, of) (The audience was delighted by Joan's 


singing of the anthem.) 
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9. Genitive('s) (We are here to protest the government's failure to 
Stop intdation.) 

10. Infinitive nominal (for . . . to) (It was easy for Marie to 
learn French. ) 

ll. Relativization (which, that, who, whom) (There is the car that 
we saw yesterday.) 

12. Relativization (whose, when, where, why) (That is the man whose 
car we stole.) 

13. WH -- Be Deletion (He is the old man.) 

14. More practice with WH —— Be Deletion 

15. Clauses of Time, Cause, Concession (e.g. after, because, if) 

(He went to bed because he was tired.) 

16. Nominal Expansion: Gerundive adjective phrases (ing), and 
prepositional phrases (with) (Bursting through, he saw the men 
fichting.) 

17. Colon and Dash practice. (1 was ten years old when another boy 
came -—— Jack, who had been an orphan all his life.) 

18. Additional Practice in all previous transformations. 

19. Practice in "open" sentence-combining problems (without the help 
Gi signals.) 

The nine-week treatment format, as outlined in Sentencecraft, 

(pp. 9-10), was Paid in this study. It was introduced as a pro- 
gram designed to help students write better. be 
To demonstrate that the Sentencecraft program could be an 

effective method of improving reading comprehension, Table 4 lists the 


structures identified in the "Review of Literature" as being most 
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Table 4 


Syntactic Structures Which Increase Sentence Difficulty 
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difficult to comprehend. At the bottom of the table is a list show- 
ing those structures which were practiced in the treatment. It was 
hypothesized that the treatment should result in an improvement 

in reading comprehension, since it provided students with practice 
in ten of the structures identified as difficult by researchers. 

One purpose of the pilot study was to determine the appropriate- 
ness of the instructional materials for grade nine students. The two 
teachers involved reported that the workbook exercises were neither 
too easy nor too difficult. They indicated, as did O'Hare (1973), 
Fisher (1973), and Combs (1975), that students enjoyed doing the 
exercises. Some student comments were: 


The books were a lot of fun and I wouldn't mind doing some 
more like them. 


Some of the sentences were long and made me think about then. 
They were hard to understand at times but I managed to make 
rite 


I think that the progrem helped people to learn how to 
join sentences and not to repeat themselves. 


The sentences, in most cases, were very enjoyable and had 
great variety. I felt the program could have been extended 
in the length of time we had to complete the book. 


Writing assignments within the English classes during the seven- 


teen weeks of the experiment were limited to approximately one loose- 


leaf page per week. This limit included the writing on weeks in which 


writing tests were given. It was not possible to control the amount 
of writing practice done outside of English classes; however, it was 
not a major confounding variable since the classes were not intact 

across other subject areas and thus random effect acted as a control. 


The control group undertook the same amount of writing as the 
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experimental group. During the time devoted to the experimental 
treatment, the control groups studied other writing-related areas such 
as spelling, punctuation, usage, and parsing. They did not under- 
take any kind of sentence-combining activity. 

The in-school reading activities for the students were also 
limited in that neither the experimental nor the control groups under- 
took any kind of formal reading instruction during the time of the 


experiment. 


Instrumentation 
Writing. The instrument for measuring syntactic ability con- 


sisted of a single theme written on each testing occasion. The valid- 
ity of this method of obtaining measures of group achievement has been 
supported by Diederich (1946) and Kincaid (1953). Kincaid (1953) 
studied factors which caused variation in the quality of student writ- 
ing and concluded: 

An evaluation of the overall, or average group improvement 

resulting from a writing course may be obtained from a 

single pre-test theme and a single post-test theme. (p. 95) 

Braddock (1963) in his review of research in composition also 

suggested methods for researching writing. He pointed out the neces-— 
sity for controlling the variables of topic, mode, and time. (pce 7) 
He indicated that this control was especially imperative if one was_ 
conducting frequency counts. 


As early as 1946, Diederich indicated that the topic must be 


within the student's comprehension because 
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even the better students write badly when the topic is 
beyond them. Their struggles are apparent not only in lack 
of organization and in vagueness of statement, but in the 
very structure of their sentences. (p. 585) 

Hunt (1977, p. 95) demonstrated that topic did in fact influence 
the kind of syntactic structures used by the subjects. Thus, the 
topics used in the present study were taken from a list suggested by 
the students and approved by all the teachers involved. These topics 
were used in the pilot study and students reacted positively to all 
topics, according to teacher report. Pilot results also showed no 
significant difference between topics, as measured by total number of 
words and words per T-unit. However, to further control for the 
possible influence of topic on the type of syntactic structures used, 
one-sixth of each group wrote on each topic on each test occasion. 
This was achieved by random assignment to the six different topic 
sequences as indicated in Appendix C. The topics were: 

1. Education should be compulsory. 

2. lL wouldn't want to live in any other country. 

3. The world won't survive past the year 2000. 

4. Marijuana should be legalized. 

5, Advertising is bad for people. 

6. Everybody needs friends. 

Topics were chosen to provide for a wide range in content, personal 
involvement, and thought-—provoking capability. 

All the topics on which the students wrote were in the argumen- 
tative mode. Diederich (1946) commented: "Test assignments must 
represent the kind of writing that students may be expected to use 


later in life . .. .A persuasive argument probably represents one 
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of the main types of writing which most students will have to do." 

(p. 585) However, this was not the primary reason for choosing argu- 
mentative topics for this experiment. As was indicated earlier, 
Perron (1976) and Crowhurst (1977) amply demonstrated that even by 
grade five and six the argumentative mode provided students with the 
best opportunity to display their syntactic abilities. In both stud- 
ies the argumentative mode resulted in significantly more complex 
syntax than did the other modes as measured by words per T-unit, words 
per clause, and clauses per T-unit. This finding was borne out by the 
pilot study of the present experiment. The two grade-nine classes, 

on the pre-test, averaged 13.32 words per T-unit, 7.93 words per 
clause, and 1.72 clauses per T-unit. Table 1, (p.18) shows that 
these frequencies are close to grade 12 achievement as indicated by 
Loban's (1976) and Hunt's (1965) results. These results confirmed 

the argumentative mode as the mode for providing students with the 
best opportunity to display their syntactic skills. Therefore, this 
mode was used in this experiment. 

The third variable which had to be controlled was the time 
allotted for completing the writing assignments. Subjects in this ex- 
periment were given fifty-five minutes in class to write their composi- 
tions. Pilot study results indicated that this was sufficient. 
Braddock (1963) in his "Suggested Methods for Research" indicated that 


junior high school students should be afforded at least fifty minutes 


for writing a composition. (p. 8) 


Reading. The main variables which had to be controlled to 


measure gains in reading comprehension level and speed were semantics 
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and syntax. These could not be controlled if one simply used 
different forms on the different testing occasions. Farr (1969) 
pointed out the difficulties involved in measuring reading improve- 
ment. 
Even if statistical equivalency of test forms could be 
established, there would still be unanswered questions 
about the content equivalency of any two forms. It would 
be impossible for a test developer to control all the 
variables on a reading test from one form to another. The 
difficulty of the vocabulary, the content of the material, 
and the sentence length and complexity are all variables 
which most test authors attempt to control, but for each 
factor that is controlled, there are several others which 
are uncontrolled. (p. 141) 
Therefore, it appeared that the only way to control these variables 
was to have one-third of the subjects write each form on each testing 
occasion. To do this, it was necessary to find a test with three 
roughly equivalent forms. The test also had to have reliable compre- 
hension level and speed measures built in. A standardized test was 
used because any meaningful improvement in reading comprehension level 
or speed should have been evident in standardized test results. 
“Reading comprehension speed" rather than "reading speed" was measured 
because as Farr (1969, p. 66) noted, the speed with which one reads 
words is not as important as the speed with which one can comprehend 
the material that he is reading. 
The Davis Reading Test, Series 2 was selected for use in the 
present study based on these criteria: 
1. Three roughly equivalent forms were needed. 
2. The test had to be suitable for grade nine. 


3. The test had to contain reliable measures of reading compre- 


hension power and reading comprehension speed. 
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4. The test had to receive good reviews. 


The Davis Reading Test has four forms for Series 2 of which the three 
most statistically equivalent are forms A, B, and C. The means and 


standard deviations in Raw Scores for the three forms for grade nine 


(N=288) are: 
Form Level Speed 
A Mean 22 36.5 
SHE 9.7 18.6 
B Mean ZO 33.6 
Sa. 9.9 LBs 
G Mean 195% 34.4 
SD 9.8 T1905 


The average standard error of measurement in Scaled Scores across all 
forms is 3.3 for Level of Comprehension and 2.3 for Speed. These 
findings were based on a sample of 1152 grade nine students. The mean 
expressed in scaled scores is 6/./ for both Level and Speed. Secondly, 
Coffman (1968) in reviewing this test in Reading Tests and Reviews 
stated: “It is doubtful that one can find a better reading test for 
use in grades 8-13." (pp. 291-2) Thirdly, the average reliability 
coefficients for 1152 grade nine students in fifty-two schools and 
twenty-eight communities were 0.84 for reading comprehension level and 
0.91 for reading comprehension speed for Series 2 forms. (Davis, 1962, 


p.- 15) Fourthly, Coffman (1968) in reviewing the test wrote: 
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There is a freshness about the stimulus passages anda 
challenge to all questions which makes the task of marking 
answers an encounter with an interesting adversary. Ona 
subjective basis alone, one could conclude that these are 
unusually effective collections of passages and questions’ 
for assessing the ability of adolescents to garner meaning 
from the printed page. 
Fach form of the test consists of two parallel halves of 
forty questions each, Almost all students complete the first 
half and almost nobody completes the second half, Therefore, 
the score on the first half is taken as a measure of accuracy 
or depth of comprehension while the score on the total test 
measures both speed and accuracy. (pp. 291-2) 

‘Based on the fact that the test met the criteria set, the Davis 

Reading Test, Forms 2A, 2B, and 2C, were used to measure reading 


improvement. 


Intelligence Quotient. The Canadian Lorge-Thorndike Intelligence 


Test Level F, Verbal Battery was administered to all students involved 
in the study in early February, 1978. This multilevel test is 
recommended for students through grade nine. A major portion of the 
Canadian norming was carried out in the Edmonton Separate School 
System. Using a group of 278 grade eight students in 1968-69, a 
reliability of 0.85 was obtained. The correlation between this 

Verbal Battery and the Otis Mental Ability Test was 0.82; with the 
Stanford-Binet, it was 0.78, (Technical Supplement, 1972, pp. 9-22) 
The subtests measure word knowledge, sentence completion, verbal 
classification, verbal analogies, and arithmetic reasoning. Because 


the main interest of the study was language-based, the Non-Verbal 


Battery was omitted. The Verbal Battery was used to measure possible 


interaction of treatment and IQ. 
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Data Collection Procedures 


Writing. Students were given some introductory notes on argu- 
mentation along with a list of writing sequences and the selected 
topics as shown in Appendix C. One-sixth of the students in each 
class were randomly assigned to each topic sequence. On ie fipsD 
administration, students were given twenty-five minutes to read over 
the instructions with the classroom teacher and raise any questions. 
The six writing topics were introduced as a unit on argumentative 
writing and were not linked in any way to the sentence-combining 
treatment in order that the results would be unbiased. Teachers 
agreed to mark these compositions as usual, that is, for such things 
as content, organization, spelling, punctuation, and grammar. All 
essays were photocopied by the researcher and returned to the teachers 
within one day. The teachers agreed to be punctual in their marking 
in order that momentum could be maintained. 

The compositions were written at two-week intervals except for 
occasion two which was three weeks after the pre-test. (See Appendix 
D) ‘They were written in the first two periods on Monday or Tuesday 
mornings. Students had fifty-five minutes to complete each composi- 
tion. In order to diminish the problem of "what to say", students 
were given five minutes at the beginning of the period to discuss 
their topic with the other students who were writing on that topic. 
They were then given fifty minutes to write. They could rewrite if 
they so desired, and they were encouraged to reread their compositions 


to eliminate as many weaknesses as possible. To further alleviate 
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the problem of "what to say'' students were also permitted to argue 

for both sides of the topic as directed in the introductory notes to 
the unit. The compositions were collected at the end of fifty minutes. 
They were marked by the teacher and returned to the students for their 
perusal and comment. They were then re-collected and held until after 
the delayed post-test in order to eliminate opportunities for students 


to copy the work of others. 


Reading. As indicated in the "Overview" on page 75, the Davis 
Reading Test was administered concurrently with writing occasions one, 
five, and six. Students wrote these tests in one of three form 
sequences: “ABC, BCA; or CAB.’ ‘One-third’of the students in each class 
were randomly assigned to each form on each occasion. The "Directions 
for Administration" were strictly adhered to as outlined in the test 
manual. The test takes forty minutes of actual writing time and 
another five for administrative detail. The post-test and delayed 
post-test administrations were presented to students as an attempt to 
get a better overall picture of their reading ability as well as an 


attempt to determine how much their reading had improved. 


Scoring Procedures 


Writing. The compositions written by the experimental and control 
groups were “scored" by counting these frequencies: total number of 
words, words per T-unit, words per clause, and clauses per T-unit. 

In addition, the remaining structures listed in Tables 1 and 2 (pp,18-19) 


were counted for the pre-test, post-test, and delayed post-test 
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compositions of a number of randomly selected subjects in the experi- 
mental and control groups. Loban's (1967) method which involved using 
a random group (N=30) in lieu of the total group was followed here. 
The reason was the same as that given by Loban, "the time-consuming 
nature of the analysis". (Loban, 1967, p. 140) 

The T-unit segmentation rules followed were those used by O'Hare 
(1973, p. 48) and Combs (1975, pp. 54-6). The T-unit as explained in 


‘was defined as each independent clause with 


the "Definition of Terms' 
its modifiers. The count for words per T-unit was determined by 
dividing the total number of words in the writing sample by the total 
number of T-units. Words per clause was determined by dividing the 
total number of words in the writing sample by the total number of 
clauses. Dependent clauses per T-unit was determined by dividing the 
total number of dependent clauses by the total number of T-units. 
Other counts followed traditional parsing procedures. However, there 
were a few additional decisions to be made and again the modus 
operandi of Combs and O'Hare was followed. 
Words -- dates were counted as one word as were phrasal proper 
nouns. 
-~- compound words were considered as one word, unless 
hyphenated, in which case they were counted as two; 
contractions were also counted as two words. 


-— omitted subjects were counted in word totals 


-— interjections such as "Hi!" were not included in the 


total word counts. 
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Discourse -- indirect discourse was analyzed according to Gradi— 
tional sentence parsing rules, 
-- direct discourse, because there was not a significant 
amount, was omitted from the totals as suggested by 


Hunt (1965). 


Unintentional Omissions -- obviously unintentional omissions were 
supplied by the researcher and counted in the word 
total since some students did not have time to proof-— 


read their papers. (See O'Hare, 1973, pp. 48-9) 


Garbles :-- Any group of words that could not be understood by the 


investigator was omitted from all structure counts. 


Conjunctions -- "Except" was treated as a coordinating conjunction 
when it occurred between two clauses, 
-— "So and "then" were treated as coordinating or subor- 
dinating conjunctions depending on context. 


A sample of analyzed composition is given in Appendix E, 


Reading. The reading test results were optically scored, and 
both reading comprehension level scores and reading comprehension 
speed scores were calculated. These raw scores were converted to 
scaled scores to standardize them and alleviate the problem of slight 
differences in the mean scores among forms further refining the con- 


trol achieved by random assignment to test form. 
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Conclusion 

The design for the present study controlled as many of the varia- 
bles as possible. Previous studies carried out in the area have 
played an important part in eliminating design problems in this exper- 
iment. 

In short, the design of the study allowed for maximum possible 
control of the variables affecting both the reading and writing scores 


chosen for analysis. 


yas 


aw wit Xe _ ial bas 2 ‘ 7 
‘aaa nave aa st ay be 
Secs eter al cites tte righ. 


Ney 


i 


si glowed den eA «a bas int a 


Yule. Qebetiw bre ashes wed 


‘ 
* 
p } 
a 
2 
c 
¥ 
Ud 
San 
\ 
a“ ~ 
b ; 
t 2 > 
= 
2 


CHAPTER IV 
ANALYSIS OF DATA 


The present experiment was designed to determine whether the 
Sentencecraft program of Frank OtHare would induce significant changes 
on various indices used to measure writing complexity in the argumen- 
tative compositions of grade nine students, The effect of the program 
on level and speed of comprehension as measured by the Davis Reading 
Test was also studied. Major writing indices were calculated for both 
experimental (r=75) and control group (n=68) ia en See, pre-test, 
three intervening occasions, post-test and delayed post-test occasions. 
These indices were: the number of words per essay; the number of T- 
units; the number of clauses; the number of words per T-unit; the 
number of words per clause; and the number of clauses per T-unit. 
Secondary counts were made on a number of specific sentence structures 
appearing in the writing of random subsamples of thirty experimental 
and thirty control group students on the three main testing occasions, 
Reading level and speed of comprehension measures were taken on the 
three main testing occasions for the complete experimental and control 
groups as well. 

The analysis of results is therefore divided into oe major areas: 
writing and reading. The first part of the writing analysis was 
‘carried out to determine: 1) whether the experimental and control 
groups were significantly different on the pre-test occasion according 


to the instruments used in the data-gathering; 2) whether there 
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were any significant differences between essay topics according to the 
major indices. The former analysis was especially important because 
intact classes were used. The latter analysis was carried out as a 
check on the effectiveness of the topic-randomization procedures. 

The six major writing indices were used in both these procedures. IQ 
scores were only used in comparing the two groups on the pre-test. 
One-way analysis of variance was the statistical program to which 

the data were submitted. This analysis was followed by a two-way 
analysis of variance with repeated measures using the six indices 
across the six writing occasions. The procedure was used to deter- 
IMine whether any significant differences between the experimental and 
control groups were detectable as a result of the Sentencecraft treat- 
ment when these six indices were used as the dependent variables. 

The writing analysis next consisted of a comparison of the 
experimental and control subsamples. The first step was an attempt 
to determine whether the subsamples were significantly different from 
the remainder of their samples on the pre-test occasion. The Chi- 
square test was used. The six major writing indices were again used 
in this procedure. The same analysis was done to determine whether 
the experimental and control group subsamples were significantly 
different from each other on the pre-test occasion when the same six 
indices were tested. Following this preliminary subsample analysis, 
the fifteen new indices were used in determining whether the two sub- 
samples were significantly different over the course of the treatment. 

The reading results were then analyzed. The Ser teneal and 


control group scores were subjected to a one-way analysis of variance 
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to determine whether there were any significant differences between 
the scores of the experimental and control groups on the pre-test 
occasion. The two reading indices used were Level of Ponprarteneion 
and Speed of Comprehension as measured by the Davis Reading Test. 
These reading indices were used to determine whether any significant 
differences resulted from the treatment when the scores on the pre- 


test, post-test, and delayed post-test were compared. 


IQ: Experimental vs Control 

The Canadian Lorge-Thorndike Intelligence Test, Level F, (Verbal 
Subtest) was administered one week before the experiment began. 
Descriptive statistics for group comparisons are given in Table 5. 


The results of the one-way analysis of variance are reported in Table 


ery 
Table 5 
Experimental and Control Group Comparison: IQ 
, Standard 
Group Cases Mean Variance Deen 
Experimental 15 100.88 137.06 11.70 
Control 68 LO LSOT 167.86 B2C95 
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Table 6 


One-way Analysis of Variance: IQ 


Source SS MS df F p 
Groups : 1300 00 i 0.01 0.935 
Error 21389.00 £51.70 141 


A study of these two tables reveals no significant differences between 


the two groups on the basis of these IQ scores. 


Writing Analysis: Experimental versus Control Samples 


Hypothesis: There will be no significant difference between the 
mean scores of classes of ninth grade students who have and who 
have not received sentence-combining treatment as measured by 
argumentative compositions written across the six occasions using 
the following indices: Number of words, number of T-units, num- 
ber of dependent clauses, words per T-unit, words per clause, 

and dependent clauses per T-unit. 


Topic comparison. Prior to the experimental-control group 
comparison, a check was made to determine whether the topics were 
roughly equivalent. Despite the random assignment of students to 
topic on pre-test, this additional analysis was carried out to deter- 
mine whether the teachers’ intuitions about their equivalency were ~ 
correct. The one-way analysis of variance results for the six indices 
are shown in Table 7. A significant difference among topic means was 
found only on the words per clause index. A Scheffé-Multiple Compar- 


ison of means shows that the difference between topics was only 
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significant between topics three and six. Topic three was "The World 
Won't Survive Past the Year 2000"; topic six was "Everybody Needs 
Friends". It is difficult to pinpoint the most probable cause for 
this difference. In view of the random assignment to topic sequence 


which was followed in the study, this finding is more of interest than 


consequence. Nevertheless, the null hypothesis is rejected, for that 


index. 
Table 7 
Comparison of Topics: Pre-Test 
Topics 1 Z 3. 4 5 6 
P (n=23) (n=22) (n=28) (n=24) (n=23) (n=23) pP 
Words D1, Sie 2 Os Ooieye Lea 08 DUE ZUG .OS LIS. aS “OL4E6 
T-units 162022 So27 15243 A les ets Wo. Eee22 £5.65) 02405 
Clauses 21095 27.02 25 46 27.00 20.65 P12 OF ae 926 
Dep.Cl. epee id Beat oY o Wee 3, ROS dB tera ow Tees P22 OL2 SG 
W/TU 14.h1 4S Pe 2 14.49 $3292 13295 13-09 "OC456 
W/C1 Got 8.30 8.50 TS 8.01 Tazo 0.020 * 
Dep.C1/TU 0.75 0.60 ig il 0.82 O.7/ O62, .0e200 


*Significant difference beyond the .05 level 


Words per essay. A two-way analysis of variance with repeated 
measures was carried out to determine whether there were any signi- 


ficant differences between the experimental and control groups on the 
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pre-test and across the six writing occasions as measured by the nun- 
ber of words written on the pre-test. The cell means are listed in 


Table 8 and the results of the analysis in Table 9. 


Table 8 


Mean Number of Words, Repeated Measures 


Occasions 1 2 3 4 5 6 
Experimental 221.7 2354.5 2320 Dad eee’ PES Mee. 242.0 


Control 203.4 1.92 40 185.5 19369 Fah AY LOOP 


Table 9 


Treatment Effect on Number of Words Written 


Source SS df MS F Dp 

Between subjects 142 

"A" main (between 263894.313 199263894. 303 ol siet 5S) 0004 
treatments) 

Subjects within groups 141 20059.914 

Within subjects 715 

"B" main (across occasions) 9607.098 , 19217419 5. O27 48% «568 

"ayB" interaction 41170.098 5 9234-020 54 (35555 5h e0G * 

"B' x subject within groups 705 2470.718 


a se ee ee a ee eS 


*Significant beyond the .05 level 
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The interaction between treatment and occasion is significant beyond 
the .05 level. Group effect was also significant but not consistent-— 
ly so, across the six occasions. When interaction is significant, 
Winer (1971, p. 529) states that tests on simple main effects is the 
preferred procedure. Tests on simple group effects showed no signif- 
icant differences between pre-test and post-test means. There were 
significant differences on occasions 2, 3, 4 and on the delayed post- 
test. However, a glance at Table 8 shows that the decline in control 
group scores when compared to their pre-test scores is responsible for 
the significant differences in group means on these occasions. A test 
on the simple main effects of occasion bears this out. The increase 
in the number of words written by the experimental group in the course 
of the treatment is not significant, but the decline in the control 
group means for this index is significant beyond the 0.01 level. 

In summary, although the experimental group does increase the 
number of words per essay that they write, the increase is not signif- 
icant at the .05 level. A further test using the analysis of covaric 
ance procedure produced almost identical results (See Appendix F). 
Therefore, the null hypothesis is not rejected. 

Number of T-units. The mean number of T-units written by each 
group on the six occasions is displayed in Table 10. Table 11 displays 
the results of the two-way analysis of variance which indicated that 
group effect was significant. A Newman-Keuls comparison of means showed 
a significant difference between groups on the pre-test anten carried 
The group/treatment main effect for both groups 


across all occasions. 


was not significant. in fact SeakL experimental means are significantly 
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higher than the control group means. In summary, the experimental 
treatment did not result in a significant increase in the mean number 
of T-units written by the experimental group. Therefore, the null 


hypothesis was not rejected. 


Table 10 


Mean Number of T-units Across Occasions 


Occasion 1 2 2 4 5 6 

Experimental 16.97 16.80 17.01 16.49 16.79 By gly So 

Control 14.88 3. Ae 14.03 £4308 5.404 14.16 
Table 11 


Treatment Effect on Number of T-units 


Source SS df MS E p 
Between subjects Lf 22 AZ 142 
"A' main 1514.100 EPSPS LOO Lee 2 -0004% 


Subjects within groups 16208.063 141 T1495) 


Within subjects 12612.688 7D 

'B' main 77.598 5 15.520 0.878 .496 
"AxB' interaction 81.394 5 EGE 7G 0.921) 2468 
'B' x subject within 12455.000 705 17.667 : 
groups 


I 


*Significant beyond the .05 level 
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Number of dependent clauses. The mean number of dependent 


clauses written by each group on each occasion is listed in Table 12. 
Table 12 


Mean Number of Dependent Clauses 


SS SS Se See ee eee ee ee eee 


Occasion 1 2 s 4 5 6 
Experimental 11.16 11.44 Ne ney Ass 11.88 LE eo D225 
Control i gt AN Ed 9.68 9.44 9.87 10.00 PLO 


The analysis of variance results shown in Table 13 reveal a treatment 


effect and an interaction effect. 


Table 13 


Treatment Effect on Number of Dependent Clauses 


Source SS df MS F p 
Between subjects 6477 2563" 142 
"A' main ~ 690.823 d- *4690 2823'2 (1225509 -0006* 


Subjects within groups T1386 .7 30 141 De ey ean 


. Within subjects LiL5L4a, 9007 iS 
"B' main 32.965 5 6.593 O.Adeb - 842 
"AxB' interaction 189.189 5 3/2838 2361.) 036 : 
'"B" x subject within D297 eol3m 705 167025 
groups 


a 


*Significant beyond the .05 level 
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Because of the significant interaction, tests were done on simple main 
effects. Group/treatment means were significantly different on 
occasions 2, 3, 4, and 6. Again, there is a noticeable decline in the 
mean number of dependent clauses written by the control group, whereas 
the experimental group means increase slightly for all occasions ex- 
cept occasion. 5. 

Despite this increase, the mean number of dependent clauses 
written by each group did not change significantly across the six 
occasions. The null hypothesis was not rejected. 

Words per T-unit. Tables 14 and 15 display the mean number of 
words per T-unit written by the groups across the six occasions and 


the analysis of variance results. 


Table 14 


Mean Number of Words Per T-unit 


Occasion 1 2 3 4 5 6 
Experimental 13.64 TEARS Ys: 13.96 14736 13.89 14.03 
Control 14.03 14.47 13576 14.43 Peete ipo 


The analysis of variance results reveal no significant differences 


between treatment or occasion means. d 
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Table 15 


Treatment Effect on Words per T-unit 


LLL a aa a aS EN ae OR 


Source SS df MS F p 
. 

Between subjects 2777.500 142 

"A" main 6.983 b. 6.983 ~355 Bie 6 F 

Subjects within groups 27102563 141 6396-19. 649 

Within subjects 4025. 313 ED 

eB ina isi 47.349 5 97470  —~ 1.402 - 220 

"AxB' interaction LoaLss 5 32236 ber 7 dS Pan ag 12 97 

"B' x subject within 4761.875 705 6.754 

groups 


In summary, no significant mean differences were found between 


groups or across occasions. The null hypothesis was not rejected. 


Words per clause. The mean number of words per clause is dis- 
played in Table 16. 
Table 16 


Mean Number of Words Per Clause 


Occasion H0 2 3 4 5 6 
Experimental 7.968 8.462 8.186 $2122 naga LP 8.124 
Control 8.038 8.252 8.010 One Soo20 8.248 
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The analysis of variance results revealed no significant Fete oe as 
a result of the treatments administered to the two groups. Table 17 
outlines the results of this analysis. As these tables show, there 
were no significant differences found in the mean number of words per 
clause written by the experimental and control groups across the six 


writing occasions of the experiment. The null hypothesis was not 


rejected. 
Table 17 

Treatment Effect on Words Per Clause 
Source SS df MS F p 
Between subjects DOI Lh 142 
"A' main 260 1 0.261 .063 - 803 
Subjects within groups 586.844 141 pet Top 
‘Within subjects 1068.363 715 
'B' main 14.036 5 2.807 1.890 ma ie 
"AxB' interaction 7.453 5 1.491 1.004 ~415 
MB ix subject within 1046.953 705 1.485 
groups 


OE a CNT RE ER SS TE STE a LR a ae Ee 


Dependent clauses per T-unit. The mean number of dependent 


clauses written by the experimental and control groups across the 


six occasions is given in Table 18. 
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Table 18 


Mean Number of Dependent Clauses Per T-unit 


Occasion ug a 3 4 5 6 
Experimental S24 eee 2720 -784 $722 -748 
Control LS fe) ./794 arene Shoe sfL5 Wen 


The mean number of clauses per T-unit did not increase significantly 
in the writing of either group, nor were any differences significant 


on any of the six occasions as is shown by Table 19. 


Table 19 


Treatment Effect on Dependent Clauses Per T-unit 


Source SS df MS F Pp 
ah 20 AE AAR SPAT RE AAT SEEN EA SS SAIS EA Yr EE NE LAE LAA TIED AI ED 
Between subjects So hae es) 142 

'A' main effects .084 if -084 -330 566 
Subjects within groups 35.834 141 ~254 

Within subjects 66.257 FAS 

'B' main effects ~354 5 excl .760 peyea' 
"AxB' interaction 243 ‘ 049 Pee ys ag gS 


re Se ee a, a es Sane! 
In summary, the treatment did not produce any significant differences 
between the mean numbers of dependent clauses written by the experi- 


mental and control groups or across the six writing occasions. The 
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null hypothesis was not rejected. 


Writing Analysis: Experimental vs Control Subsamples 


Hypothesis: There will be no significant difference between the 
mean scores of samples of ninth grade students who have and who 
have not received sentence-combining treatment as measured by 
argumentative compositions, written on pre-test, post-test, and 
delayed post-test occasions, using the following indices: 
a) the mean number of noun, adjective, and adverb clauses 
per T=-unit; 
b) the percentage of short (8 words or less), medium (9-20 
words) and long (21 or more words) T-units; 
c) the mean number of nominalized verbals (gerunds and fac- 
tive infinitives) per clause; 
d) the mean number of modal auxiliaries, perfect forms, 
and passives per clause; 
e) the mean number of prepositional phrases as noun modi- 
fiers per clause; 
f£) the mean number of verb forms (infinitives, present 
participles, and past participles) as noun modifiers per 
clause; 
g) the mean number of genitives (inflected and phrasal) 
per clause; 
h) the mean number of adjectives per clause; 


The six major indices, as shown in the previous discussion, 
revealed no significant differences between groups as a result of the 
experimental treatment. Therefore, an examination of the structures 
within the clauses was undertaken. Twenty-one indices were analyzed, 
Bene of which are combinations of the variables that were counted. 

Prior to the main analysis a check was made to ensure that the 
subsamples (n=30) randomly chosen to represent each group were not 
significantly different from the samples from which they were chosen. 
Tests for goodness-of-fit were used to compare each subsample's count 
with those of the ane e members of the samples for each group. 


The probability that the two distributions are of a similar shape 


are given in Table 20. The six major writing indices were used in 


these tests of Chi-square. 
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The Chi-square tests showed the number of words per clause on the 
pre-test and the number of dependent clauses per essay to be distrib- 
uted significantly differently for the control group subsample and 
the remainder of the control group. Because the majority of the 
Syntactic indices analyzed in this section are tested as "per clause" 
counts, the two indices which are significant should not cause much 
concern. However, the subsamples' comparisons on these two indices 
will be omitted from the following discussion. 

In the next step of the analysis, an analysis of variance test 
was performed comparing the two subsamples using the other four major 
indices. Im short, no significant differences were found between the 
means of the experimental subsample and the control subsample across 
the three writing occasions. The closest any index came to being 
significant was p = 0.19. The results of these analyses are given in 
Appendix F, (p.177) These results confirm the subsamples as being 
relatively representative of the population samples from which they 
were drawn when counts on the important major indices are used as 
measures. The results of the two-way analysis of variance procedure 
with repeated measures for the twenty-two additional counts are 
outlined in the following section. It is useful to note that these 
figures represent proportions (e.g. x noun clauses per T-unit or x 
present participles per clause). They can also be seen as percentages, 
that is, they indicate the mean percentage of occasions on which a 
student will write a present participle in his T-units or clauses 
deveneing on which index is being used. The analysis of variance 


results for these indices are alsg provided in Appendix F, 


= 


— 


‘noaehe ‘soq"™ ox heres: ot nabacse ‘enh 


‘oigi, tued vette snd paket ratiamedae oon ate 
wit aedwted! bpdirod 215 neanens itt 


e2ntos af yesaies 4 ersati as ‘hoe 


(isgesasetsy as fess. od ath ites “ea? ~(omriada: 199. tacipniey 


wasn kS wd Bs wars eit} sonuiat | 


= 


ad ey sists a sso 0 


; luvs oy Lagbnseeghcts quarts. foxdmed on M4 
aye eaisopeat itt: ‘shane: 


yn: ae OR Bt eget risa tagte os 


eoakhel wg nits en » sageae 


dass Sodte tiay. te abeyiany | ae ~ 


gerard ‘ap sares sont ‘eae saseeta = naa : 
iit Say ry are * AW cate stant to & , 
pied ze = ee wily wxtiea§ 
“sit ioksiy — 01 jon pin 
es bod Stk ecb faction 4 


ars asaeas, sanitaiteans Spree 


a in 


sent buat sin = fart ann 2 ap peat taleniol at 
es 
* To INpe-T Yo er Aven ae ay. pina eat skaselle ight ie 


"2 
qv’. 


4 i a 


j a 7 ; | 
5 fodiiw ao. etoledoas te steht fen ails, . wed ye)! jads ~ 


ayeuedo 1 dba? sit ih sctgutin os io 7 
Syneieavy to said watt eae syted et, sesh, Bua. we 9 ae 
1 eee ips 

v had ad ni estate: pele Scr Naeem 


‘* 

ci 
j - - }. ‘te ? ah 
i ad aa 

' " ; ~ 
ihn eae : 
> er rane Ne ae 
a) - , = 


109 


Noun clauses per T-unit. The two-way analysis of variance with 
repeated measures was used to test differences between the hea ew 
tal and control subsamples with noun clauses per T-unit as the depen- 
dent variable. The means are provided in Table 21. The complete 


results are provided in Appendix F. 


Table 21 


Mean Number of Noun Clauses per T-unit 


Delayed 


Group n Pre-test Post-test ee ae 
Experimental subsample 30 0.190 0.202 0.203 
Control subsample 30 0.247 0.158 0.215 


No significant differences were found between groups or across the 


three testing occasions. All differences were attributable to chance. 


The null hypothesis was not rejected. 


Adjective clauses per T-unit. The analysis of variance used to 


test for significant changes in the mean number of adjective clauses 
used by the two groups showed no significant differences. Table 22 
displays the mean number of these constructions used by the two 


treatment groups across the three occasions. 
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Table 22 


Mean Number of Adjective Clauses per T-unit 


Group n Pre-test Post-test Ppt 
Post-test 

Experimental subsample 30 O75 0.219 0.170 

Control subsample 30 0.165 0.186 0.149 


None of the differences were significant, and the null hypothesis was 


not rejected. 


Adverb clauses per T-unit. Again the analysis of variance test- 
ing the mean number of adverb clauses per T-unit used by the two sub- 
samples revealed no significant differences between the two groups 


across the three occasions. The means are shown in Table 23. 


Table 23 


Mean Number of Adverb Clauses per T-unit 


“a ge eR SUE eI a a ge Oe Ee Wa ce Riera com nd tra Pe Lier 2 SOUT Seas a ae ie Se er a De 
Delayed 


Group n Pre-test Post-test nies 


Experimental subsample 30 0.280 0.313 0.378 


Control subsample 30 0.339 Urgeley O2317 


rE 


The null hypothesis was not rejected. 
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Percentage of short T-units (8 words or less). The analysis of 


variance results for the test on the mean percentage of short t-units 
written by the two groups revealed no significant differences. The 


means are given in Table 24. 


Table 24 


Mean Percentage of Short T-units 


Group n Pre-test Post-test ee 

Post-test 
ie a ee ee ee 
Experimental subsample 30 Z9GE Vid Gt 20.8 
Control subsample 30 7 iN 20.7 22:46 


sae LS a TAS AAR NS AE AN eS EA IR ONO tN AN PRTG AMEE ED 
None of the differences were significant and the null hypothesis was 


not rejected. 


Percentage of medium T-units (9-20 words). The analysis of 


variance results for the test on the mean percentage of medium T-units 
written by the two groups revealed no significant differences. . The 
means are given in Table 25. 

Table 25 


Mean Percentage of Medium T-units 


ee ee ee Ee ee 


Delayed 
Group n Pre-test Post-test sr a 


er ee ee 


Experimental subsample 30 56.5 64.2 64.1 


Control subsample 30 60.5 60.8 61.4 
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None of the differences were significant, and the null hypothesis was 


not rejected. 


Percentage of long T-units (21 words or more). The analysis of 


variance results for the test on the mean percentage of long T-units 
written by the two groups revealed no significant differences. The 


mean percentages are given in Table 26. 


Table 26 


Mean Percentage of Long T-units 


Delayed 
Group n Pre-test Post-test EY ome 
Experimental subsample 30 1 eins 14.7 15.2 
Control subsample 30 18.5 19.0 13.6 


a 


None of the differences were significant and the null hypothesis was 


not rejected. 


Gerunds per clause. The analysis of variance on the mean number 
of gerunds per clause also revealed no significant differences be- 


tween groups across the three occasions. Table 27 provides the means. 
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Table 27 


Mean Number of Gerunds per Clause 


Group n Pre-test Post-test peleie? 

Post-test 
Experimental subsample 30 0.106 0.102 0.126 
Control subsample 30 0.130 0.062 0.078 


None of the differences were significant and the null hypothesis was 


not rejected. 


Factive infinitives per clause. The analysis of variance detec- 


ted no significant differences in the mean number of factive infin- 
itives used by the two groups across the three occasions. The means 


are provided in Table 28. 


Table 28 


Mean Number of Factive Infinitives Per Clause 


at 
Delayed 


Group n Pre-test Post-test apr amr iene 


ee lee elo 35 Sho ete ee Se eee 


Experimental subsample 30 0.096 0.143 0.146 


Control subsample 30 O2136 0.119 0.120 


fe ee 


None of the differences were significant and the null hypothesis was 


not rejected. 
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Nominalized verbals per clause (gerunds + factive infinitives). 
The analysis showed no significant increase in the mean number of 
nominalized verbals used by the experimental and control subsamples. 
This result was not unexpected in view of the fact that neither single 
index showed significant change. The mean number of nominalized ver- 


bals per clause is given in Table 29. 


Table 29 


Mean Number of Nominalized Verbals Per Clause 


| Delayed 
Group n Pre-test Post-test SERIES 
: Nee eee nn EIEUIInnEEE EEE 
Experimental subsample 30 0.208 0.245 O272 
Control subsample 30 0.268 0.181 0.200 


None of the differences were significant and the null hypothesis 


was not rejected. 


Modal auxiliaries per clause. The analysis of variance detected 
no significant differences between the mean number of modal auxilia- 


ries per clause as they were used by the two subsamples. The means 


are given in Table 30. 
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Table 30 


Mean Number of Modal Auxiliaries Per Clause 


x a rE Delayed 
Group n Pre-test Post-test Daurcteet 
Experimental subsample 30 G.359 0.347 0.365 
Control subsample 30 0.320 0.343 0.338 


None of the differences were significant and the null hypothesis was 


not rejected. 


Number of perfect forms per clause. The analysis of variance to 


test mean differences between experimental and control subsamples 


detected no significant differences. The means are given in Table 31. 


Table 31 


Mean Number of Perfect Forms Per Clause 


eee oe A Ets Jue Pande ree es ee. oe ee eS 
Delayed 


Group n Pre-test Post-test ee hey 


Experimental subsample 30 0.028 0-059 0.023 
Control subsample 30 0.029 0.019 0.030 
suse nnn nnn nnn EET 
None of the differences were significant, and the null hypothesis was 


not rejected. 
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Number of passives per clause. The analysis of variance to test 
mean differences between the experimental and control subsamples 


detected no significant differences. The means are given in Table 32. 


Table 32 


Mean Number of Passives Per Clause 


Delayed 
Group n Pre-test Post-test pote 
Experimental subsample 30 0.044 0.062 0.067 
Control subsample 30 0.063 O.075 0.075 


None of the differences were significant and the null hypothesis was 


not rejected. 


Verb forms (perfect forms, passives, and modals) per clause. The 


analysis of variance testing for mean differences between the three 
combined verb forms (perfect forms, passives, and modals) detected 


no significant differences. The means are given in Table 33. 


Table 33 


Mean Number of Verb Forms Per Clause 


GRRARRER OER Eee ee eee Se 
Delayed 
Post-test 
Rees ne ee 


Group n Pre-test Post-test 


Experimental subsample 30 0.430 0.448 0.455 
Control subsample 30 0.412 02435 0.443 
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None of the differences were significant, and the null hypothesis was 


not rejected. 


Prepositional phrases as noun modifiers per clause. The analysis 


of variance test for mean differences in the number of prepositional 
phrases used as noun modifiers revealed no significant differences 
between groups across the three occasions. Table 34 displays the 


means for the two subsamples. 


Table 34 


Mean Number of Prepositional Phrases as Noun Modifiers Per Clause 


Delayed 
Group n Pre-test Post-test ine ee 
Experimental subsample 30 0.118 On 23 0.105 
Control subsample 30 0.156 0.118 0.144 


All differences were non-significant and the null hypothesis was not 


rejected. 


Infinitives as noun modifiers per clause. The analysis of 


variance test for mean differences on the number of infinitives as 
noun modifiers per clause revealed no significant differences. The 


means are given in Table 35. 
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Mean Number of Infinitives as Noun Modifiers per Clause 


a pL opr pa GR CCR AE SSE na A a 


Group n Pre-test Post-teést eee 
POSt=Lese 
ee OE ee ae ee 
Experimental subsample 30 0.043 0.047 O039 
Control subsample 30 0.036 0.062 0.039 


eee Sine ee SS 


All mean differences were non-significant and thus the null hypothesis 


was not rejected. 


Present participles as noun modifiers per clause. The analysis 


of variance testing for mean differences on the number of present 
participles as noun modifiers per clause revealed no significant 


differences. The means are displayed in Table 36. 


Table 36 


Mean Number of Present Participles as Noun Modifiers per Clause 


; . 


Group n Pre-test Post-test Delayed 

‘Post-test 
Roun aod Tiers 6 ee ee eee 
Experimental subsample 30 0.034 0.062 0.029 
Control subsample 30 0.040 0.022 0.034 


a a a Te 
Because all differences were non-significant, the null hypothesis was 


not rejected. 


_ P| Da: Se 
4 f 
1 ag wr r 
eek 
me ee ° ry 7 
; ne 7 
’ i 
a 
at y 
Hey 
en 
ney 
x to. 
: ‘ i i f vs i. 
a | 4 : : oe yd 
oy re Bid bh os 
PaaS ey eae eae 
; 7 3, 
i 
a ne ag ae ily la lia 


‘ ‘ 
th ma oe ry re ply A erg nt 


¢ mo): cee. 6 
we ? 
¢ ft “30-0 


. 4 
en ge be tl mings ech 


stlezatsedra cle am? att lvcess Jemea eh . 


secoLD toy ected etal ase ap mle 


i 
oe 6 ey er 


6.0 ” ee 


ee ee 
> 
a 


mew. whepriac viol Dio ads 


q 


Past. participles as noun modifiers per clause. The analysis of 
variance testing the mean differences between treatment subsamples 
across occasions, using the mean number of past participles as noun 
modifiers per clause, revealed no significant differences, The means 


are given in Table 37. 


Table 3/7 


Mean Number of Past Participles as Noun Modifiers per Clause 


ee 


Delayed 
Group n Pre-test Post—test Post-test 
a ee 
Experimental subsample 30 0.042 0.039 O2053 


Control subsample 30 0,022 0 O34 0.035 


ances nS 


All differences were non-significant and the null hypothesis was not 


rejected. 


Verb forms (infinitives, present participles, and past artici- 
ples) as noun modifiers per clause. The combined verb forms used as 
noun modifiers were tested using analysis of variance to check for 


significant differences between means. The means are given in Table 
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Table 38 


Mean Number of Verb Forms as Noun Modifiers per Clause 


Group ) n Pre-test Post-test BOIS Se 
Post-test 

Experimental subsample 30 0.114 0.145 0.114 

Control subsample 30 0.094 O10 Oars 


All differences were non-significant and the null hypothesis was not 


rejected. 


Inflected genitives per clause. The analysis of variance test 


for significant differences between subsamples across the three test-— 
ing occasions using inflected genitives as the dependent variable 


revealed no significant differences. The means are given in Table 39. 


Table 39 


Mean Number of Inflected Genitives Per Clause 


55 SESE a NER San erie en Peretti n  RS eee 
Delayed 


Group n Pre-test Post-test pees 


os te ke dh Det pe a ra a ER a ETS SES SEES WT OS ee RS ee 


Experimental subsample 30 0.071 0.088 0.072 


Control subsample 30 07.093 0.109 0.081 


pT 


All differences were non-significant and the null hypothesis was not 


rejected. 
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Phrasal genitives per clause. The analysis of variance test for 
significant differences between subsamples across the three testing 
occasions for phrasal genitives revealed no significant differences. 


The means are given in Table 40. 


Table 40 


Mean Number of Phrasal Genitives Per Clause 


Fs f Delayed 
Group n Pre-test Post-test Ae ea anes 
Experimental subsample 30 0.045 0.025 0.039 
Control subsample 30 0.060 0.068 0.044 


None of the differences were significant and the null hypothesis was 


not rejected. 


Total genitives per clause. The analysis of variance test for 
significant differences between groups across the three testing 
occasions for total genitives revealed no significant differences. 


The means are given in Table 41. 
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Table 41 


Mean Number of Genitives Per Clause 


Group n Pre-test Post-test Sores 

Post-test 
Experimental subsample 30 O7 116 sis Or dae 
Control subsample 30 0, 152 O2178 0.124 


None of the increases or declines in means were significant. There- 


fore, the null hypothesis was not rejected. 


Adjectives per clause. The two-way analysis of variance with 
repeated measures for testing for significant differences in group 
performance revealed a significant treatment/group effect on the 


adjectives per clause index. The means are given in Table 42. 


Table 42 


Mean Number of Adjectives Per Clause 


a 


Delayed 
Group n Pre-test Post-test Post-test 


Experimental subsample 30 0.442 0.459 @. 415 


Control subsample 30 0.491 0.604 05558 
kp a aS ae a a a SRST SRT IE RT OD a 
A Newman-Keuls comparison of means showed that the two group means 

on pre-test occasion were not significantly different. None of the 


experimental subsample changes were significant. However, by the 
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post-test occasion the control group had improved significantly 

(p 2.05). They maintained this significant increase on the delayed 
post-test despite a small decline on that occasion. The mean scores 
for the control subsample were significantly higher than the experi-~ 
mental subsample mean scores on both the post-test and the delayed 
post-test. The null hypothesis was therefore rejected. 

Summary. In short, the treatment did not result in significant 
changes in the grade nine experimental subsample's use of the syntac- 
tic structures which Hunt (1965) indicated were most highly correlated 
with mature writing despite the fact that the experimental group 


practiced using these structures in the course of the treatment. 


Reading Analysis 


The main analyses of reading scores was carried out using the 
same two-way analysis of variance with repeated measures procedure 
that was used in analyzing student writing. Previous to this, however, 
the three forms of the Davis Reading Test (2A, 2B, 2C) were subjected 
to a one-way analysis of variance to test their comparability. This 
was done as a secondary check on the reading test; the random assign- 
ment of students to test form sequence was the primary method used to 


control the effect of reading form on group differences. 


Form comparability: Level. The one-way analysis of variance 


to test mean differences between reading level test scores revealed 


no significant differences. The means are listed in Table 43. 
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Table 43 


Davis Reading Test Level Scores Compared By Form 


Form n ie SD 

2A 49 66.57 35304 
2B 45 68.93 44.93 
ZC 49 66.57 , 32367 


A Scheffé test of multiple means indicated no significant differences 
between any set. Tests comparing 2A to 2B and 22 to 2C showed a p- 
value of 0.177. The 2A to 2C comparison showed a p-value of 1.000. 
This check on form comparability along with the randomization proce- 
dure provided assurance that the influence of test form on group 


Level means was not significant. 


Form comparability: Speed. The one-way analysis of variance 


to test mean differences between reading Speed test scores revealed 


no significant differences. The means are listed in Table 44. 
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Table 44 


Davis Reading Test Speed Scores Compared By Form 


Form n a SD 

2A 49 67,02 4015 
2B 45 70,13 47.89 
2C 49 6754] 41.68 


A Scheffé test of multiple means indicated no significant differences 
between any set. Tests comparing 2A to 2B showed a p-value of 0.077. 
The 2B. to 2C comparison had a p-value of 0.151... The 2A to 2C compar- 
ison p-value was 0.945. Overall probability of finding such mean 
differences was 0.052. These findings were not disturbing as the 
random assignment alone should have reduced form effect to insignifi- 


Cance. 


Reading level: group comparisons. Hypothesis: There will be 


no significant differences between the mean scores of classes of 
ninth grade students who have and who have not received the 
sentence—combining treatment as measured by the "Level" subtest 
of the Davis Reading Test across three different occasions: 
pre-test, post-test, and delayed post-test. 
The analysis of variance procedure used to test mean differences 
between reading level means across the three test occasions showed 


occasions to be significant. The means are displayed in Table 45, and 


the analysis of variance results are given in Table 46. 
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Table 45 


Mean Reading Level Across Occasions 


s 4 Delayed 
Group n Pre-test Post-test fap Ja at i 
Experimental 15 64.33 69.29 68.49 
Control 68 67529 68.35 69.12 

Table 46 
Reading Level: Analysis of Variance Results 

Source Ss df MS . Pp 
Between subjects 16961.000 142 
"A' Main 2u229 a De229 O2OTs™= “eraeZ 
Subjects within groups 16960.000 142 120.284 
Within subjects 3712. 000 “286 
"B' main effects 215.658 24 107-829") 8.80k --0.000z2% 
"AxB' interaction 42.630 Z 9g Wee Mes) 16/40" \0.48774 
"B' x subject within 3455.000 282 122252 
groups 
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*Significant beyond the .05 level 
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Neither interaction nor treatment effect was significant. An analysis 
of differences between multiple means using the Newman-Keuls compari- 
son revealed significant differences between pre-test and post-test, 
and pre-test and delayed post-test means of the experimental group. 

In other words, the decline that took place over the delay period did 
not decrease gains so drastically that the initial significant in- 
crease became non-significant. However, the on group also showed 
significant mean increases between pre-test and delayed post-test. 

The increase from pre-test to post-test was not significant. As in- 
dicated by Table 46, no significant differences between occasional 
means were detected. The experimental and control groups taken 
individually responded in predictable fashion on the three testing 
occasions. Because the treatment means were not significantly differ- 


ent, the null hypothesis was not rejected. 


Reading speed: group comparisons. Hypothesis: There will be 


no significant differences between the mean scores of classes 

of ninth grade students who have and who have not received the 
sentence-combining treatment as measured by the "Speed" sub-test 
of the Davis Reading Test across three different occasions: 
pre-test, post-test, and delayed post-test. 


The analysis of variance results comparing treatment means across 
the three testing occasions showed significant differences for 


occasions and for interaction effect. The means are given in Table 47. 
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Table 47 


Mean Reading Speed Across Occasions 


Group n Pre-test Post-test eae 

Post-test 
Experimental Tis 6/201 69.76 69.4 1. 
Control 68 68.75 69.22 69.04 


It is evident from a study of Table 4/7 that the experimental group 
showed the larger increase in mean scores. The analysis of variance 


results are given in Table 48. 


Table 48 


Reading Speed: Analysis of Variance Results 


Source SS df MS F Pp 


Between subjects 16543.000 142 

'A' Main 4.458 2 4.458. 0.038. .0.8457 
Subjects within 16541500099 141, 117-312 

Within subjects 2150.000 286 

'B' Main 128.447 2 64.224 9.240 0.0001 * 
"AxB' interaction 51.546 Z 254073. 3,706" *Gs0257 
'B' x subjects within 1960.000 282 6.950 

groups 
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Because the interaction was significant a test of simple occasion 

main effects ('B') was made. This test showed a significant difference 
between the experimental group means. which was significant beyond the 
-01 level. The test of simple main effects for the control group 
across the three occasions revealed no significant differences. 

(Table 49) A one-way analysis of variance was carried out to compare 
the mean occasional scores for the experimental group. The Newman- 
Keuls comparison which was performed following the analysis showed 

the mean differences between occasions one and two, and one and three 


for this group were significant. (Table 50) 


Table 49 


Reading Speed: Test of Simple Treatment Effects 


Observed Critical ; sete 
at Significance 
Preatment Value Value Ze 


Experimental 13:00 3.00 2200 01 


Control 1.30 3.00 20296 NS 


Table 50 


Reading Speed: Newman-Keuls Comparison -- Experimental Group 


enn nen an ns nnanEEaSDInSSRESTsIITIISNENIIEESEUEESSEII 


Critical 
Occasion 1 3 2 df Tae 
I 
1 -— 1.49% 2e15* 3,148 saey 
3 -— .653 2,148 Po7y 


*Significant beyond the .05 level Multiplier = .3087 
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The experimental group thus showed significant growth between pre-test 
and post-test and maintained this significance over the course of the 
experiment despite a decline during the delay period. The null 


hypothesis was rejected. 


Summary. The treatment appeared to elicit significant growth in 
the eee of comprehension of an experimental group of grade nine 
students when the Davis Reading Test was used as the measuring 
instrument and a control group was used for comparison. However, the 
treatment did not appear to elicit significant growth in the level of 
comprehension of the same students when the Davis Reading Test was 
used as the measuring instrument and the control group was used for 


comparison. 
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CHAPTER V 


DISCUSSION OF RESULTS 


Writing: Experimental vs Control 


No significant mean increases were found on the six major writing 
indices across the six writing occasions as a result of the 
Sentencecraft program. Profiles of the group means on the six occa- 
sions are given in Figures 1 to 6 and provide a visual comparison to 
complement the tables of the previous chapter. It should be noted that, 
despite the lack of significant mean changes, the experimental group's 
overall performance improves for each of these six indices over the 
course of the study. The same is not true for the control group. 

The Hawthorne effect may be at work in the experimental-group per- 
formance, and in complementary fashion, the control groups may 
have lacked the motivation to continue writing on the same topics 
although they were not repeated for any individual. This lack of 
motivation may account in large part for their pre-test to delayed 


post-test decline on four of the six indices. 


Writing: Pre-test Means and Comparisons with Previous Studies-—-Major 
Indices 


The first three indices were seen as representing a measure of 
fluency in writing in this experiment. The mean counts for the total 
group (n=143) on the pre-test occasion are provided in Table 51. 
These means represent a fairly reliable indicator of what grade nine 


students are syntactically capable in an argumentative composition 
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written in forty-five minutes. The pre-test means are provided as 
benchmarks for future researchers. These means were chosen because 
they are the one occasion least affected by treatment motivation, or 


other confounding variables. 


Table 52 


Mean Number of Words, T-units, and Clauses Written: Pre-test 


Fi 


Index n = SD 

a SR, RY EE AL a ee a ae aes Sa A a Fo EE. FN 
Words 143 213-00 26.538 
T-units 143 Le 4.88 
Dependent Clauses 143 11.14 4.26 


eS Sa ee 


The next three major indices, words per T-unit , words per clause, 
and clauses per T-unit, are the indices for which counts have been 
made most often in previous studies. Comparisons of the mean scores 
attained by students in this study with those in previous studies are 
informative and should be helpful to future researchers in that they 
represent a benchmark indicator for argumentative writing by grade 


nine students. (Table 52) 
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As can be seen from Table 52 the effect of mode on student writing is 
very significant. The results found by Crowhurst (1977) and the 
present study confirm Perron's (1976) findings with grade five stu- 
dents. Argumentative writing does seem to provide students with the 
opportunity to write more syntactically mature sentences than other 
descriptive studies have shown. For example, the students in the 
present study surpass the achievement levels found by Loban (1976) on 
words per T-unit and clauses per T-unit. Their mean on words per 
clause is close to Loban's grade twelve mean. Crowhurst's group sur- 
passed Loban's on all three indices. The fact that Perron's grade 
five sample means are close to Loban's grade twelve means on two of 
the indices and surpass his grade twelve mean on the third suggests 
that there may in fact be a topping out at this level. Further re- 
search using argumentative writing with higher grades should clarify 
the situation. Nevertheless, results of studies which have ignored 
the question of mode of discourse in establishing norms are very sus- 
pect. 

O'Hare's findings of a great increase in words per T-unit is also 
somewhat misleading. Hunt's mature adults, Loban's grade twelves, 


Crowhurst's grade tens, and the present study's grade nines never 


use subordination in more than seventy-five percent of their sentences. 


O'Hare's results showed a mean use of eighty-four percent. This 
appears to represent an overuse of a relatively unsophisticated syn- 
tactic option. 

The results on these indices in the present study also seem to 
indicate that the Sentencecraft program is perhaps too unsophisticated 


syntactically to produce significant increases in the relatively high 
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mean scores of grade nine students on these indices. Another possible 
explanation is that grade nine students have reached a plateau in 
these three areas as Loban (1976, p. 60) “pierre and the signifi- 
cant increases which O'Hare and Combs found with grade seven students 
are no longer so easily attained. More light can be shed on this 
ein by a comparison of the syntactic structure counts of the sub- 
samples with the results of the Loban and Hunt studies. It should be 
kept in mind that neither the Hunt nor the Loban descriptive studies 


insisted on the argumentative mode when taking writing samples. 


Writing: Pre-test Subsample Means Compared with Previous 


Studies--Minor Indices 

Due to the lack of consistent significant increases on the minor 
indices by either subsample across the six occasions, this discussion 
will concentrate on comparing the pre-test means of the combined 
subsamples with those of Hunt (1965). 

The frequency counts carried out to determine what was happening 
within the clauses of the experimental and control subsamples' argu- 
mentative compositions reached no significant, consistent increases 
by either group. The conclusion can be drawn that the Sentencecraft 
program did not induce consistently significant increases in the writ- 
ing of the experimental group exposed to the treatment. However, some 
caution is necessary in any further interpretation of the results. 
Comparisons of the mean frequencies for the minor indices with those 
of Hunt (1965) show that these grade nine students in the present 


study are already quite adept in the use of these syntactic structures. 
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The number of counts that were made in the present study should 
provide future researchers with a new set of benchmarks when studying 
the syntactic capabilities of grade nine students. \gain pre-test 
means are reported because they should be least affected by treatment, 
motivation or other confounding variables. The control end experimen- 
tal subsamples' scores are combined in this analysis (n=60). 

The first three counts were concerned with the percentage of 
short, medium, and long T-units that these sixty students used in 
their argumentative essays. The results are reported and compared in 
Table 53. The results clearly show that these grade nine students 
writing in the argumentative mode are closer to grade twelve percen- 
tages than to grade-eight. In fact, they use a slightly higher 
percentage of long T-units than did the grade twelves in Hunt's study. 
However, they use a slightly higher percentage of short T-units as 
well. In total, they are very close to Hunt's twelves. It is entire- 
ly possible that they are forced into using longer T-units by the very 
nature of argumentation. This mode seems to provide them with the best 


opportunity for displaying their written syntactic ability. 
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Table 53 
Comparison of Hunt (1970) and the Present Study on 


Percentage of Short, Medium, and Long T-units 


OO I A I 


Grade 

Index Author 8 9 i2 Adult 

Z~Short Hunt 39 2g 19 
MacNeill 25.0 

“Medium Hunt 54 61 43 
MacNeill DOo.0 

ZLong Hunt 7 16 38 
MacNeill L6s4 


The second set of indices that will he studied here are the three 
kinds of subordinate clauses. The means are listed in Table 54. 
Again, it should be noted that the mean percentage for using noun, 
adjective, or adverb clauses in their writing is shown as being above 


the Loban percentages for grade nine students. 
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Table 54 
Comparison of Results of Hunt (1970), Loban (1976) and the Present 


Study: Noun, Adjective, and Adverb Clauses 


Grade S ; 
Index Author 7 8 Orr shOuld Alite 22 Betieas 
Adults 
Noun clauses/ Hunt 546 ~29 ees 
T-unit 
Loban -08 RA!) Fn tie 76 we ius: 
MacNeill wee 
Adjective Hunt 09 cLE per25 
clauses/T-unit 
Loban <05 als ae a6 ais e200 
MacNeill -17 
Adverb clauses/ Hunt 
T-unit 
Loban 5 lle’ eh 2g ie is alee oe. 
MacNeill apo ak 


Adverbial clause use (31%) within T-units by the grade nines in this 
study is much higher than the use of these structures by grade twelves 
in Loban’s study. This increased use, however, does not suggest matu- 
rity, as adverbial clauses tend to be the most easily adopted clause 
form. It is possible and reasonable to suggest that such clauses are 
induced by the mode of writing. Place, time, manner, and reason are 
needed in forming arguments. It is noteworthy here that the largest 
clausal increase by the experimental group in this study was adverb 


clauses. The frequency increased from twenty-eight percent of the 
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time to thirty-eight percent between pre-test and delayed post-test. 
It is possible that Sentencecraft promotes the use of this relatively 
early-maturing structure. In a similar way, noun clauses Bs used 
more frequently than in the writing of Loban's grade twelves, although 
less frequently than Hunt's grade twelves. It should again be pointed 
out that this is not a particularly sophisticated sentence structure. 
Loban's grade eights already use them in nineteen percent of their 
T-units. Use declines slightly from that point and remains below 
twenty percent. On the other hand, adjective clauses, which are 
late-blooming structures, do not reach in the present study the per- 
centage figure which Loban's grade elevens set. The mean for the 
grade nine students in the present study rests between Loban's grade 
ten and eleven norms. Again this cculd be due to the mode of writing. 
Descriptive writing should probably be expected to elicit more adjec-— 
tive clauses than the argumentative mode used in the present study. 

The remaining sixteen counts can only be compared to Hunt's norms 
which were based on compositions for which the mode of writing was 
not controlled. However, he is the only researcher who made these 
complex counts. For some of the indices, Hunt's norms could not be 
calculated from the data he supplied. Norms from the present study 
are included anyway because the contingency coefficients which Hunt 
calculated suggest that all these structures are significant indica- 
tors of syntactic maturity. The contingency coefficients are supplied 
in Table 2, pagel9. 

The first set of these counts were on nominalized verbals per 
These included gerunds and factive infinitives. It is note- 
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half times as many of these structures as Hunt's grade twelves did. . 
The means are provided in Table 55. This is a rather interesting 
finding because gerunds and factive infinitives are both better in- 
dicators of syntactic maturity than adjective clauses or the use of 
verb forms as noun modifiers according to Hunt (1965, p. 149). They 
represent significant development in the use of syntactic options. 
It is also noteworthy that every time a clause is reduced to a noun 
or adjective form, the writer may, in fact, be cutting the mean num- 
ber of words per T-unit which he would have attained if he merely 
subordinated. It appears that the argumentative mode elicits the 
use of these relatively mature structures. 

Use of the six modals, perfect forms of the verb, and passives 
also suggest a high degree of writing sophistication. Yet, these 
students use these forms in forty-two percent of their clauses. This 
suggests that they already have, at this stage, a good control of 
various verb forms. It also suggests that the argumentative mode 
may well demand finer distinctions in meaning than other modes and 
thus elicit more adept manipulation of these verb forms. 

Prepositional phrases as noun modifiers, in contrast, would 
appear to be more frequently used in descriptive or narrative writing 
in which short descriptive phrases are much in demand. Although the 
grade nine percentages fall between Hunt's grade eights and twelves, 
they are nearest the higher grade. In short, students in this study 
and writing in this mode are relatively adept in their use of this 
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Table 55 


Mean Number of Syntactic Structures Per Clause 


Index 


Total nominalized 
verbals/clause 


—Gerunds 


-Factive Infinitives 


Total selected verb 
forms/clause 
—Modal auxiliaries 


—Perfect forms 


—Passives 


Prepositional phrases 


as noun modifiers/ 
clause 


Verb forms as noun 
modifiers/clause 


-Past participles 
~Present participles 
—Infinitives 


Total genitives/clause 


-Inflected genitives 


—Phrasal genitives 


Adjectives/clause 


ner nnn EEnEENEEEE 


Author 


Hunt 


MacNeill 


Hunt 


MacNeill 


hunt 


MacNeill 


MacNeill 


MacNeill 


MacNeill 


MacNeill 


Hunt 


MacNeill | 
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MacNeill 


MacNeill 


MacNeill 


Hunt 


MacNeill 


MacNeill 


MacNeill 
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MacNeill 


Grade 
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«O07 
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04 
a2 
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. 34 
-03 
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14 
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present study's grade nines as using present participles, past 
participles, and infinitives more than Hunt's grade twelves. Again, 
these are clause reductions and so are a fairly sophisticated syntac- 
tic form. 
The group's performance on genitives is difficult to explain. 
The percentage occurrence of these structures (13.4%) is less than 
one-half that of Hunt's grade eights and one-third that of his grade 
twelve sample. It is easy to see that descriptive writing would again 
be more conducive to use of these structures. The differences found 
seem rather large to attribute to mode alone but the number of gene- 
tives does not increase over the course of the experiment. This would 
seem to indicate that, in fact, mode may well be the limiting factor. 
The number of adjectives per clause, like most of the other 
secondary counts, is higher than Hunt's grade twelve mean. What 
appears to be happening here is that these grade nines are using more 
simple adjectives and using fewer prepositional adjective phrases. 
If one totals these two sets of modifiers, the grade nines in the 


present study still outperform Hunt's grade twelves by two and a half 


percentage points. 


Reading: Experimental vs Control 


The hypothesis that reading "Level of Comprehension" scores as 
defined by Davis (1962), would not differ significantly for treatment 


groups was not rejected. The fact that the differences in mean scores 


of both groups were significant between pre-test and delayed post- 


test with no significant differences on occasions suggests that the 
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experimental treatment was no more effective than the control activi- 
ties in improving students' level of comprehension. This is, in fact, 
what was predicted would happen. The mean Level scores, it was 
thought, would not increase significantly because there were no struc— 
tures being practiced that grade nine students could not interpret, 
given an unlimited amount of time. Thus, it was predicted, the mean 
differences between groups would not attain significance. Perhaps a 
more difficult or complex set of sentence-combining problems, using 
more difficult structures, would produce significant Level differences. 
It is hard to account for the control groups’ significant increases 
over the course of the experiment considering it only lasted seventeen 
weeks. Practice effect could be cited as a possible uncontrolled fac- 
tor. 

The hypothesis that reading “Speed of Comprehension" scores, as 
defined by Davis (1962) would not differ significantly for treatment 
groups was rejected. The experimental group does in fact show a sig- 
nificant mean increase between pre-test and post-test, and between 
pre-test and delayed post-test. None of the control group changes 
were significant. This result was predicted because the practice of 
sentence combining, it was thought, would facilitate speed in comprehen-— 
ding sentences using the syntactic structures practised in the 
Sentencecraft program despite the fact that students could already under- 
stand them, given a non-speeded situation. It appears that students 
in grade nine can significantly improve their speed of comprehension by 
undergoing the Sentencecraft program or in all probability any similar 


program in which the same structures are practiced. 
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CHAPTER VI 


SUMMARY, CONCLUSIONS, AND IMPLICATIONS 


Summary 

The Sentencecraft program was used as the treatment in the 
present experiment which was designed to measure the effect of a sen- 
tence—combining program on selected writing and reading skills of a 
heterogeneous group of ninth grade students. ‘Six argumentative essays 
were used as the writing measure and the Davis Reading Test (Form 2) 
was used to measure reading comprehension. The treatment lasted for 
nine weeks as outlined by OtHare (1973) in the "Teacher's Guide" to 
Sentencecraft (See Appendix A). Reading and writing measurements 
were taken on pre-test, post-test, and delayed post-test occasions; 
writing measurements were also taken on three other occasions between 
the pre-test and the post-test. 

The experimental group did not achieve significantly higher 
mean increases than the control group on any of the six major writing 
indices which were used: the number of words written, the number of 
T-units written; the number of dependent clauses used; the number of 
words per T-unit; the number of words per clause; or the number of 
clauses per T-unit. Nor did the experimental group subsamples achieve 
significantly higher mean increases than the control group subsample 
on any of the sixteen additional indices which consisted of syntactic 
structure counts carried out on the compositions written on the pre- 
test, post-test, and delayed post-test occasions. However, comparison 


with earlier studies (Hunt , 1965; Loban, 1976) confirmed that the 
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students in the present study already used many of these structures 
more often than grade eleven and twelve students in the earlier 
studies. 

The experimental group did not achieve significantly higher 
mean increases than the control group on the reading comprehension 
"Level" index as measured by the Davis Reading Test. The experimen— 
tal group did, however, achieve significantly higher mean increases 
than the control group on the reading comprehension "Speed" index as 
measured by the Davis Reading Test. This increase was significant 


beyond the .01 level, 


Conclusions 

The results of this study showed that the Sentencecraft program 
did not result in significant increases in the mean number of selected 
words, phrases, or clauses that grade nine students wrote in argumen— 
tative compositions. A number of possibilities could explain these 
results: 1) the argumentative mode itself may actually elicit the 
greatest complexity or maturity of which grade nine students are syn- 
tactically capable; 2) the Sentencecraft program may not provide 
grade nine students with practice in structures that are sophisticated 
enough to significantly increase the occurrence of such structures 
in their writing; or 3) grade nine students may well have reached a 
plateau in their writing development as Loban (1976) has suggested. 
Whatever the case, the significant increases achieved by the O'Hare 
(1973) and Combs (1975) grade seven groups were not found in the 


argumentative writing of the grade nine students in the present study. 
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However, the argumentative mode did appear to provide student writers 
with the opportunity to display this syntactic tendency . They scored 
higher than Loban's grade nines on the majority of writing indices | 
and close to his grade eleven and twelve students on many of these 
indices. The results supported the findings of researchers such as 
Perron and Crowhurst who pointed out the importance of controlling 
mode in writing research. The norms for grade nine argumentative 
writing which the present study established should be viewed as rep- 
resenting optimum syntactic ability for average grade nine students 
replacing those of Loban (1976). 

Further, the results of this study showed that the Sentencecraft 
program was not effective in eliciting significant growth in "Level" 
of comprehension of grade nine students as measured by the Davis 
Reading Test. This may, in fact, have been due to the possible pre- 
test ability of students to decode any of the structures practiced in 
the program if given sufficient time. 

However, from the results of this study it is reasonable to conclude 
that the "Speed" of comprehension of grade nine students can be 


significantly improved by having them complete the Sentencecraft 


program. 


Implications 


The present study has several implications for future research 
on the effects of sentence combining on writing, for research which 
attempts to set norms for syntactic ability, as well as for research 


using sentence combining to improve reading comprehension. 
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1. Researchers can no longer ignore the influence of mode on 
the syntactic elements of student writing. This study supports the 
findings of Perron (1976) and Crowhurst (1977) which indicated that 
argumentative writing influenced the three major writing indices of 
words per T-unit, words per clause, and clauses per T-unit. The 
present study supports their findings on these indices but goes one 
step further in pointing out the probable influence of mode on the 


use of mature within-clause structures. Together, these pieces of 


research confirm that the argumentative mode must be used if research- 


ers are attempting to provide students with the opportunity to display 


their full range of syntactic skills. 

2. A new set of norms based on argumentative writing will have 
to be constructed to take the place of the Hunt and Loban norms if 
the concern is with measuring highest capability rather than perfor- 
mance in the "usual writing" of students. 

3. It is imperative that more researchers look within the 
clause in order to determine whether the three indices of words per 
T-unit, words per clause, and clauses per T-unit are by themselves 
accurate indicators of syntactic maturity. 

4. More research is needed to determine whether more sophisti- 
cated syntactic structures than are practiced in Sentencecraft will 
induce continued growth in the argumentative writing of grade nine 
students. 

5. Teacher effect and ability level as influences on the 
effectiveness of the Sentencecraft program were not controllable in 
Studies are needed in which teacher effect is 


the present study. 


controlled so that any differential effect of this program as it 
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relates to ability level can be determined. 
6. Sentence-combining problems such as are used in Sentencecraft 
should be tested at other levels to determine whether such practice 


can consistently induce growth in speed of comprehension. 
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Appendix A 


COUNTY OF PARKLAND NO. 31 


OFFICE OF THE SUPERINTENDENT 


STONY PLAIN, ALBERTA 
TOE 2G0 


October 21, 42°74 


Mr. Thomas Mac Neill 
511 Michener Park 
Edmonton, Alberta 


Dear Mr. Mac Neill: 


Last Friday you visited my office to discuss your 
proposal for the Cooperative Activities Program. I 
indicated at that time that I would contact the school 
to determine the teachers’ interest in cooperating with 
this project. I have spoken to both the Principal and 
the Assistant Principa] who will be in charge of the 
project. Mr. Tkachuk, the Principal, has agreed to pro- 
ceed with the project as has Mrs. Pat Penner, the 
Assistant Principal. I might add that Mrs. Pat Penner 
was very enthusiastic about the project. 


You have our permission to proceed with the project 
and all future contacts may be made directly with the 
school. 


Because of my own personal interest in the project 
I would appreciate your keeping me in touch. f will make . 
an attempt to visit the classroom in which this project 
is being conducted. 


: We are pleased that you will be cénducting this project 
in the County of Parkland. 


of Schools (Personnel) 


RIT: dl 


ClCmeML.. the Tkachuk 
Mrs. Pat Penner 
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Revised Design 


Cooperative Activities Program 


1. Nature of Activity (Check One) 


Student Teaching Internship. Denonstration/Experimenta- 
tion __ 
Special Practicum Research Experimental 


2. Orgenization to be Involved 


Edmonton Public School System County of Strathcona 
Edmonton Separate School System St.Albert Protestant/Separ- 
Nieto ate school system 


U. of A. Faculty of Other County of Parkland, #31 


3. Requestor(staff member) 


Ft. nonin Sano rasan 


Name Dr, J, Oster Position_Professor Dave == Cct etl. 977 
Request made on behalf of _ Thomas B, MacNeill 

4. Description of Activity - Include title, objectives, procedure, 
evaluation, techniques, etc. 

Title: A study to determine the effect of sentence-combining 
practice on the development of comprehension and writing 
abilities in grade nine students. 

Objectives: To determine if sentence-combining(SC) practice 
results in an herease in syntactic maturity in student 
writing. To determine if SC practice results in an 
increase in students’ ability to understand complex 
syntactic structures. 

To achieve some insight into the acquisition of complex 


syntactic structures as indicated by student writing 


samples. 
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To determine if there is any significant change in writ- 
ing and comprehension abilities as indicated by a 
delayed post-test. 

Procedure: The study is a pre-test, experiment, post-test, 
delayed post-test design. Each testing period will 
involve the writing of a composition and the taking of 
the Davis Reading Test. 

Each teacher participating should be teaching two classes; 
one will be used for the experiment and the other will 
act as a control group. 

The classes involved should be Itnon-streamed", should not be 
studying a second language, and should not be taking a reading 
instruction program as these situations would complicate the results. 

No syntax sete tee atin of any other type can take place during 
the 17 weeks of the experiment other than the sentence-combining 
practice. This is a case for the experimental and the control groups. 
The experimental classes must forego syntax instruction for six to 
eight additional weeks until the delayed post-test. If necessary, 
the control groups may resume such instruction or begin the sentence- 
Asante program immediately following the post—-tests. But, if 
necessary, the control groups could undertake the sentence-combining 
program the following yeare 

Writing exercises for every third week are included in the 
workbook. Both the experimental and control groups will undertake 


these as well as any additional writing which the teachers deem 


appropriate. 
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The experimental groups will practice sentence-combining using 
Frank O'Hare's workbook, Sentencecraft, which will be provided by 
the researcher. The control groups during these periods can be do- 
ing any other work required in the course of studies except direct 
instruction in syntax or reading. All students can study other 
writing-related material such as usage, punctuation, spelling, etc. 
Evaluation: Testing should not require more than two periods at 
each of the testing dates. The writing tests can be treated as 
regular writing assignments. The Davis Reading Test will requir 
one period to administer. 

The writing done in the tri-weekly sessions will be used to 
study the students' acquisition of these complex syntactic structures. 
Time: It is proposed that the pre-test be done at the beginning of 
enor, ne post-test at the end of March, just before mid-term 


break; and the delayed post-test about May 15. 
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5, Anticipated value to requestor The results of the experiment 
are to be used for my Doctoral Dissertation. I am also very 
snterested in the curricular application of this new technique for 
improving student writing. 

6, Anticipated value to cooperating organization Because the 
proposed Junior High Language Arts Curriculum does not prescribe 
any grammar, it is felt that if the results are positive, this 
program would warrant serious consideration as a replacement. 


7. Estimate of cost (see remuneration guidelines) 


8, Suggested personnel, schools and times 


School: Spruce Grove Composite High School _ 
Personnel: Miss Adell_ M, Nyberg | . 
Mrs, Pat Penner : 
Miss Pam Smith 
Ms, Shirley Chmilar | 
(The teachers listed above have indicated some interest in 
participating) ; 7 | 
For office use only 


Approved by. . 


Date 7 


Approved by____-___— 
Subject to the following conditions: 


(a) A report of the results of findings of this project is 
required by the cooperating school system(Check one) 
yes no 


(vb) Other 


Division of Field Experiences 
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TO: JR. HIGH ENGLISH TEACHERS TO ENCOURAGE YOU TO PARTICIPATE IN THE 
STUDY | 

FROM: Thom MacNeill, Doctoral Student, English Education, U.of A, 

RE: PROPOSED EXPERIMENT IN YOUR SCHOOL TO STUDY THE EFFECT OF 
SENTENCE-COMBINING PRACTICE ON THE DEVELOPMENT OF WRITING AND — 


READING COMPREHENSION ABILITIES 


What is sentence-combining? 
It is a simple exercise in which the student learns to transform 


short, choppy sentences, which are often inefficient, into a variety 


of more complex and efficient structures by manipulation of syntactical 


elements such as words, phrases, and clauses, 
This sentence manipulation is supplementaed by a series of writ- 
ing exercises (composition writing) in which both experimental and 


control classes will participate. 


Why sentence~-combining? 


From a practical standpoint, it has at least two pluses: 

1. "It is tremendously simple for students to learn, partly 
because it does not involve the learning of grammatical terminology 
and partly because it is fun to do. A number of researchers have 
commented on the fact that "students are impressed by the maturity of 
the sentences they produce and often claim credit for them. . . (Work- 
ing on these sentence-combining problems gives students confidence 


with sentence manipulation) . ee e Deeing sentences "click together", 


as one student put it, is a positive reinforcement of the sentence- 
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writing process.'"(Sentencecraft Teachers’ Guide, p.6) 


It is also relatively easy for teachers to learn, As O'Hare 
notes: "Sentence-combining exercises and the signal system that is 
an integral part of them are difficult to describe but very easy to 
understand after seeing some examples [cf. last pages of this brochure], 
The system is so simple and practical that teachers are comfortable 
with it after about 30 minutes. .. .» Teachers in sentence-combining 
workshops have estimated that it took them between two and three hours 
to become expert with the system." (Sentencecraft Teachers! Guide, po5) 

2. The second plus and the most important is that such programs 
have consistently resulted in "better" student writing, Students 
write more mature sentences(see Teachers’ Guide p.6 for other research 
studies) and the quality of the writing(overall impression) as judged 
by experienced English teachers «eit no knowledge of the nature of the 
experiments has been consistently rated superior to that of equivalent 
non—-treatment groups. Such findings led OtHare to suggest that per- 
haps form can, in some sense, generate content. 'The students used 
much more detail and seemed to tseet more clearly. Perhaps the 
manipulative skill they had developed, because it entailed a wider 
practical set of syntactic alternatives, invited or attracted detail. 
Perhaps knowing how does help to create what." (Teacher's Guide, p.7) 


The answer to the "Why" question can be summed up in Baretta's 


comment "Cause it works", 


Sentence-Combining and the Curriculum 


The new Junior High Language Arts Curriculum Guide does not 


impose a program of grammar study, if Sentence-Combining works well 
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in the three Junior High grades, if it significantly increases writing 
maturity as well as reading comprehension, perhaps school systems 
could take a close look at adopting some form of sentence-—combining 


program, 


But couldn't the time be better spent on traditional grammar? 


The answer from research is a resounding no, Traditional grammar 
has been shown to have little effect on student writing, The main 
reason seems to be that analysis of sentences does not help students 
to produce these sentences in their eee The author of the work— 


book Sentencecraft did one of the first experiments and had his grade 


sevens writing at a grade twelve level. Whether it does as much for 
grade eights and nines has not yet been explored. Also, the effect 
on comprehension remains unexplored. 

If the method works as well as research seems to indicdte, it 
may provide us beleaguered teachers of writing with one practical 
tool for helping students to improve their writing, For once, research 
seems to suggest a concrete "how-to" rather than simply pointing out 
the lack in student writing achievement. 

For further information call me at 436-1484, evenings. Leave 


a message if I'm not in and I'll get back to you as soon as possible. 
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Appendix B 


Pilot Study 


A pilot study was carried out to obtain information for the 
proposed experiment. No control group was used, and the delayed post- 
test was omitted as was the test for reading comprehension, this 
pilot involved forty grade nine students in the school, According 
to the administration, these two classes were average ability grade 
nines. Two regular classroom teachers carried out the experimental 
program which lasted for five weeks. 

The pilot was designed to provide gaecteek on the suitability of 
composition topics, and sentence-combining materials as well as to 
provide some preliminary information about the effect of the program 
on such major indices as words per T-unit, words per clause, and 


clauses per T-unit. 
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Appendix C 


Argumentative Writing liandout 


Argumentation: fn Evaluation of Grade Nine Writing Ability 


Between now and x we will practice writing essays in a mode 
which should be fairly interesting for you. We want to see how good 
you are as writers, and research shows that Grade 9's write their best 
. when they're arguing. 50 here's a brief introduction to argumentative 
writing. (The other "modes", by the way, are description, narration, 


and exposition). 


AS 


% You will write on your last topic sometine i 2, vol eave. you 
a final chance to show your ability as Grade Nine targuers", 
PLEASE BRING THESE NOTES TO EACH WRITING PERIOD SO THAT YOU CAN 
REFRESH YOUR MEMORY BY REFERRING TO THEM. 
a RG 
Argumentative Writing: 4s the kind of writing that attempts to con- 
vince a person to do something or to change his attitude. Political 
speeches, editorials, ads, sermons, debates, end sales talks are some 
of the many forms of argumentative writing. Arguments are usually a 
blend of emotional and logical appeals. (The Writer's Handbook, 1975) 
p.69) <All argumentative writing has two elements —~ a what" and 
a ‘why, The what is called the "thesis"; e.g. "Life is more fun 
when you're physically fit." The why is the reasons an arguer gives to 


support his position: €.8- (1) "You have more energy to spend in do- 


ing the things you like to do", THIS IS A LOGICAL ARGUMENT, AND EASY 


YS 
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TO PROVE. (2) ‘Energetic people are more popular." THIS IS AN 


EMOTIONAL APPEAL —- Hard to prove. 


You, as the arguer, pretend that your audience is hostile to, or 
undecided about your thesis (position) and aggressively put forward all 
your peeunents in an attempt to convince them that your position is 
the right or best one. You are also trying to disprove or refute the 
opposing position by showing the harmful effects ‘of adopting that 
position or by showing in any way you can that your position is the 


right or best one. 


You can, for example — cite statistics; cite authorities; make 
comparisons;. show the good or bad consequences of adopting a position; 
or just plain argue for your thesis. For these essays, you can fabri- 


cate or make up statistics, authorities, consequences, etc. 


REMEMBER: Your essay must be mainly a defence of your position or an 
attack on the opposite one. You are not writing description, telling 


a complete story, or explaining how something is done or works. 


DIRECTIONS: In this set of argumentative essays you will be required 
to write on six topics. Before each essay you will have five minutes 
to discuss the topic with the four or five other students writing on 
your topic. Please share your ideas freely. We want you to have 
enough ideas to write a little more than a page on each topic. It is 
difficult to make a proper evaluation without about 250 words(one page 
of normal-sized writing). We are more interested in how well you 
express yourself in writing than we are in seeing earth-shaking argu- 


ments, However; interesting arguments would be much appreciated. 
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You will all get to write on each topic before we conclude this 


argumentative writing section. 


ASSUME THAT YOU ARE ARGUING WITH A GROUP OF HiGH SCHOOL STUDENTS. 


TRY TO CONVINCE THEM OF YOUR POSITION. 


In other words, your “audience™ is a group of high school students 

(Grade 9-12). | 

WRITING TOPICS 

These topics were suggested by some of your fellow grade 9 students 
and by teachers. Two classes have tried them and wrote very well. 

#**IT IS IMPORTANT THAT YOU WRITE ON THE TOPIC ASSIGNED TO YOU FOR . 
THAT WEEK. Remember that you will get a chance to write on all the 


topics before the end of this section of the writing program. 


You will notice in the chart below that there are six topic sequences 
(A,B,C, etc). It is very boring to ‘read 20 or 30 essays on the same 
topic, so to make things a little more interesting for you and us, 


we have some of you writing on each topic at each evaluation period. 


As you can see from the previous page, ARGUMENTATION involves taking 

a position on a topic and defending it. 

YOU CAN TAKE EITHER SIDE OF THE ARGUMENTS AS STATED, OR BOTH SIDES. 

BUT COMPLETE YOUR ARGUMENTS FOR ONE SIDE BEFORE BEGINNING THE ARGUMENTS 
FOR THE OTHER. 

e.g. PRO: “Education should be compulsory"(i.e. as it is). 

or CON: ‘Education should NOT be compulsory .¥ 
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For your information, the topics are: (TOPIC NUMBERS ARE TO BE USED 
WITH THE CHART BELOW). 


1. Education should be compulsory. 

2. I wouldntt want to live in any other country. 

3. The world won't survive past the year 2000. 

4. Harijuana should be legalized. 

5. Advertising is bad for people. 

6. Everybody needs friends. 

Occasion 1 2 3 L 5 6 

Sequence: A 1 2 3 4 5 6 
B 2 3 4 5 6 1 
C 3 4 5 6 zh 2 
D ih 5 pe 6 A 2 3 
E 5 6 1 2 3 4 
F 6 uu 2 3 4 ») 


(e.g. Students given sequence "B", write on topic 2 on the first 


writing occasion). 
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Appendix D 


Sentence-Combining Study Schedule + Writing 


Complete 
“Writing . to End 
Test Week of Page Number of Pages 

ee 
PEBINI3 ED 15 IZ 
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3 A, ie 
MAR, 6 4 61 uD 

5 76 13 
MAR, 20 6 87 ey 

7 103 15 
APR, 10 8 Ey, an 

9 136 a 

FOHEREOHCOSECHOSREEND OF TREATMENTPHseeecaeeeuneeseueouens 

APR, 2h | 10 WRITING ASSIGNMENT #5 
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JUNE 14, 15, or 16 LAST WRITING ASSIGNMENT # 6 
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Appendix E 
Composition Sample 


Structures Counts 


/ T-unit marker 22 
* noun clause 5 
+ adjective clause | 3 
# adverb clause 7 
(S)(in margin) short T-unit(8 words or less) i 
(M)(in margin) medium T-unit(9-20 words) aye 
(L)(in margin) long T-unit(21 words or more) 1 
weses gerund i 
3:33: factive infinitive 3 2 
eomee modal auxiliaries 10 
_s... perfect form 2 
pee eo Passive 4 
SAA prepositional phrase as noun modifier L 
== == infinitive as noun modifier 1 
=e=e=e= present participle as noun modifier 2 
ee. past participle as noun modifier A: | 
e9e3903 inflected genitive eh 
3335333 Phrasal genitive 3 
adjective a> 
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Marijuana Should Be Legalized 


The legalization of marijuana is a highly controversial 


@ees8##e eoeeeeneeee 


9999399939393 3933 


topic/. There are many reasons as to# why marijuana should 


@eees 


remain illegal/ but even more-so there are good reasons 4s to# 


why it should be legalized./ 


ee ee eCaemomoemoem~o~e 
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Firstly,# when you compare marijuana’s being illegal toi 


ege3e393434¢3°0 


when liquor was illegal, you come out with the same problems/. 


Secondly, the government could make a fortune if they capita- 


ee ee 


lized on this drug/. lastly, the people would have the 


government guarantee+ that the marijuana would be pure and 


ee ee 
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not mixed with other dangerous drugs/. 
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The marijuana problem is similar in many ways to the 


illegality of liquor in the 1920's/, Then, the government 
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found out* that it was impossible to step all liquor drinking/. 
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It is obvious* that the people find very little wrong 
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(M1) 
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with marijuana/. # If they did, the law regarding it would 
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have been changed years ago/. Today the courts are becoming 
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marijuana on them/, The courts were made for more useful 


629220 5@. 6 
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purposes than small fines/, Why doesn't the government just 


give in and make marijuana legal/. 
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The government should take advantage of it/. 
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If the government legalized marijuana, the people 


- smoking it would know* that it contained no other harmful 


—=e——e—e— 28 


drugs/. This is part of the reasont that people are so 
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afraid of marijuana/, No-one knows for sure* what's in Rte 
Both the government and the people would benefit from 


legalizing this drug/, Let's face it/; the suppression of 


@ 
eeeeeo02800 3393 


this can last no longer/. 
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Appendix F 


Analysis of Covariance: Adjusted Mean Number of Words, Repeated Measures 


Occasion a. 2 3 ee. 5 6 
Experimental 25 60 tee Pee gots 1220 Or soo er BGO 
Control 21032 £98 27 192.3 200 .6 vo iat hee) Os 6 


Treatment Effect on Number of Words Written, Analysis of Covariance 


22 a SS df MS F p 
Mean 22959 oh 56 229 59 50 21537 

TAT Main 103089. 21,0 1  .103089.240 9.60 0.002 
Covariate -1321,665.889 1 1324665.889 123.32 
1--Error 1503856.036 140 10741.829 

'Bt Main 9599 ASL 5 1919.89 0278 - 0,566 
‘AxB' interaction 41151.237 5 8230.247 3.33 0.006 
2--Error 1741749.563 705 24,70. 567 


Beta Estimate = 0.702 
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Appendix G 


Additional Correspondence 


5il Michener Park 
Edmonton, Alberta 
T6H 4M5 


June 23, 1977 


Ginn and Company 
Educational Publishers 
3771 Victoria Park Avenue 
Scarborough, Ontario 

MIW 2P9 


Dear Sir: 

Enclosed herein is a proposal for my Doctoral study to be carried 
out in the Edmonton Separate School System, I have recently received 
permission from the Board and have met with the Principal and English 
teachers at St. Cecilia Junior High School. They are willing to under- 
take the study and have seemed me of their full cooperation, The 
study is now in the final planning stages. It is slated to mm from 
October to penennent 1977. 

The request which I make of you is this. I require permission 
to duplicate 100 copies of the sentence-combining exercises from 


Sentencecraft: An Elective Course in Writing by Frank O'Hare, The 


eventual benefit to your company through increased sales, is fairly 
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certain, There have been few experiments in such activities which 

have not resulted in a two to four year growth in syntactic maturity. 
The newly-revised Alberta Junior High Language Arts Curriculum does not 
impose any grammar study. It seems to me that if this program works 

in a middle-class Alberta school, the number of teachers and Boards 

who will replace traditional grammar study with shi sentence-combining 
program would more than offset the loss in revenue from the 100 work- 
books which would be required for the experiment. 

The main reason for this request is that I do not se the 
Writing Workshops" to be integrated with the sentence-combining 
activities, Both control and experimental classes deliberately prac-— 
ticing their sentence-combining skills in the workshops BECAUSE they 
can see that it is an integral part of the workbook program. By keep-— 
ing both the controls and the experimentals ignorant of the direct 
tie-in with sentence-combining practice, it is expected that they will 
write more naturally and that this writing will make it possible to 
study and compare the rate and sequence of student acquisition of 


various syntactical forms, 


In summary then, I believe that the study outlined in the attached 
document could result in increased Sentencecraft sales and also enable 
me to make a contribution to the scientific study of this promising 
writing activity. I therefore request permission to duplicate the 
exercises as mentioned above. 


Please advise me as soon as possible, 


Yours truly, 


Thomas B, MacNeill 
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Ginn and Company 


191 Spring Street 

Lexington, Massachusetts 02173 
Telephone: (617) 861-1670 
Cable: EGINN 


2OXK | ouly te 


Mr. Thomas B. MacNeill 
511 Michener Park 
Edmonton, Alberta 6H 4M5 
Canada 


Dear Mr. MacNeill: 


Your letter of June 23 to our Canadian office has been forwarded to 
us here in the United States, as publisher of O'Hare: SENTENCECRAFT. 


For permission to use the sentences on pages 4-9 of our book, which 
are from "The Eighty-Yard Run" by Irwin Shaw from his book SELECTED SHORT 
STORIES, copyright 1955, 1961 by Irwin Shaw, it will be necessary for you 
to write to the publisher Random House, Inc. (201 East 50th Street, New 
York, New York 10022). : 

You may have permission to duplicate the remaining sentencexcombining 
exercises in our book for use as described in your letter, with the fol- 
lowing provisions: 


(1) that you print the following acknowledgment cn each copy: 
From SENTENCECRAFT (An Elective Course in Writing), by Frank 
O'Hare, Cc Copyright, 1975, by Ginn and Company (Xerox Cor- 


poration Used with permission. 


(2) that you make only 100 copies and that after the experiment is 
concluded they be destroyed 


(3) that you send us a copy of the results of your study. 


If you ever intend to publish any of our material, it will be neces- 
sary to reapply for permission to use it. 


Sincerely yours, 


Darwin M. Newton 
Vice President and 
Executive Managing Editor 
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511 Michener Park 
Edmonton, Alberta 
T6H M5 

October 2, 1977 


Random House Inc. 
201 East 50th Street 
New York, N.Y. 
TOOL? . « 


Dear Sir: 
Enclosed is a copy of a letter I sent to Ginn and Company 


requesting permission to duplicate their workbook Sentencecraft by 


Frank O'Hare. (Copyright, 1975) The request was made to enable me to 
separate the sentence-combining exercises from the writing exercises 
of the study. 

For perieeion to duplicate pp. 4-9 of Sentencecraft (Based on 
'tThe Eighty—-Yard Run" by Irwin Shaw; Selected Short Stories c 1955 ) 
I was advised to contact your company. This request is the purpose 
for this letter. I need to duplicate one hundred copies and these 
will be destroyed upon conclusion of the study. The study is to 
begin January 1, 1978 not as indicated in the letter to Ginn. 

I thank you for your attention to this matter and await your 


reply. 
Yours truly, 


Thomas B. MacNeill 
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RANDORNE HOUSE, INC. ALFRED A. KNCPEF, INC. 


201 EAST SOM STREET. NEW YORK.N.Y. 10022 + ‘2t2) 751-2600 


- | October 7, 1977 


Mr. Thomas B. MacNeill 
511 Michener Park 
Edmonton, Alberta 

T6H 4M5 

Canada 


Dear Mr. MacNeill: 
Thank you for your letter of October 2nd. 


We are pleased to grant you permission for use of the 
specified material from "The Eighty-Yard Run," from SELECTED 
SHORT STORIES OF IRWIN SHAW, as it appeared in SENTENCECRAFT: 
An Elective Course in Writing, by Frank O'Hare (published by 
Ginn and Company),in 100 copies for your Doctoral study, 
provided that the copies be destroyed upon conclusion of the 
study and the following acknowledgment appears on each copy: 


Copyright 1940 and renewed 1968 by Irwin Shaw. 
Reprinted from SELECTED SHORT STORIES OF IRWIN SHAW, 
by permission of Random House, Inc. 


Sincerely yours, 


tte 
Dehrwe ly ram 


Debra Maltzman 
Permissions Department 
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